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Inclusion: Effective Practices for All Students by James McLeskey, 
Michael S. Rosenberg, and David L. Westling is a unique text. This book 
brings you the foundational information on the characteristics of each 
disability while also providing you with Step-by-step strategies 
you can take with you into your first classroom teaching experience. 


You will notice that the pages in this book are perforated and 
hole-punched. This is so you can take the compendium of 
strategies in the second half of chapters 10-16 out of the book for 
future use and combine them with any other foundational information 
you find useful in the book. The strategies relate to the following topics: 
collaboration and teaming, planning for differentiated instruction, 
teaching students from diverse backgrounds, teaching reading, writing, 
and math, teaching secondary content, classroom management, and 
using technology to enhance inclusion. 


Once you have taken out the strategies and other items from the text 
that you find useful, place them in a binder so you can easily 
access them for future use. 


Now that you have all of your essential information in one easily 
accessible place you can take it with you into your first classroom and 
reference it as needed. These Strategies will provide a guide 
for you as you navigate your first year of teaching in an inclusive 
classroom. 
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OUR VISION 


Students with special needs continue to be included in our nation’s schools in increas- 
ing numbers, providing learning and social opportunities that did not exist in the past. 
Although much progress has been made, inclusion continues to be a source of controversy. 
Even though the vast majority of educators are committed to providing an inclusive educa- 
tion for their students, the reality of how to effectively address the academic and behavioral 
needs that students with disabilities bring to a classroom continues to be a challenge. Clearly, 
many questions remain regarding how to best design, deliver, support, and evaluate effective, 
inclusive educational programs. It is our view that the responses to these questions are best 
presented to current and future educators in a practical and straightforward fashion, using 
a format that integrates evidence-based practices with applications and examples that reflect 
school settings and working conditions. 

This text is built on a pragmatic, “real-world” approach to inclusion. That is, we assume 
that all general education classrooms should be designed to accommodate the needs of a 
diverse range of students, and all students with disabilities should be included to the maxi- 
mum extent appropriate. Moreover, we take the perspective that many students (including 
those with and without disabilities) will at times need intensive, small-group instruction that 
may be provided in either a general education classroom or in a separate setting. 

In this book, we anchor content to three key themes: (1) Values underlying inclusion, 
(2) the importance of Professional Educators, and (3) Effective Applications (evidence- 
based practices). To provide a complete picture of inclusion, and to emphasize how it relates 
to our three key themes, we have organized the text into three parts: Foundations of Successful 
Inclusion, Meeting the Needs of All Students, and Effective Practices for All Students. This 
three-part format allows us to address the needs of the diverse range of teacher-preparation 
students typically enrolled in inclusion coursework: traditional special education students, 
traditional general education students, and the growing number of alternative certification 
students. 


NEW TO THIS EDITION 


¢ A View From . . . appears in every chapter and shares the voices of students and educators 
involved in inclusion. 

* Tips from Effective Teachers in Part II share recommendations from the classrooms of 
the featured inclusive schools highlighted in the text. 

* Strategy Fact Sheets in Part III describe highly effective, evidence-based practices that 
may be used in inclusive classrooms to improve academic and behavioral outcomes of 
students with disabilities and others who struggle to succeed. 

* Completely refocused chapters on Effective Practices for Students from Diverse Backgrounds 
(Chapter 12) and Effective Instruction in Core Academic Areas: Teaching Reading, Writing, and 
Mathematics (Chapter 13) take a fresh, classroom-oriented approach to these topics. 

* Response to Intervention coverage has been reconsidered and integrated in appropriate 
chapters to provide a framework as well as implementation ideas. 
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The values theme emphasizes the perspective that students with disabilities should be active 
participants in the academic and social activities (or communities) of their classrooms and 
schools. This means that from the beginning, the curriculum and instructional practices of 
all classrooms should be designed to accommodate and support the academic and social 
needs of a broad range of students, including those with disabilities. When this occurs, some 
(perhaps many) students with disabilities should be included as a natural part of the general 
education classroom, with no need for special accommodations or adaptations. 


FOUNDATIONS OF SUCCESSFUL INCLUSION 


The two chapters in Part | provide readers with background/foundational information re- 
garding inclusion, address the values that underlie this movement, and introduce the three 
highly successful inclusive schools that will be used throughout the text. 

We use a number of pedagogical features to provide examples of the themes throughout 
the text. Many of these features use examples taken from professional educators in highly 
effective inclusive schools and classrooms. This ensures that the examples we use are grounded 
in the real-world experiences of teachers, and address both the strengths and challenges of 
developing inclusive classrooms. 





THRERNINGEUSIVE 
SCHOOLS 


A significant amount of content within 
the text is situated in three highly suc- 
Ree ee toe cessful inclusive schools at the elemen- 
Sara Celebrates Inclusion tary, middle, and high school levels. 
: : | These schools have diverse student 
bodies, and are located in a variety of 
settings. We provide a lengthy descrip- 
tion of the schools in Chapter 1, and 
teachers, parents, administrators, and 
students from the three schools are used 
in features and as examples through- 
out the text. These schools provide a 
foundation for the pragmatic approach 
we take to inclusion, ensuring that the 
information we provide is situated in 
real-world settings and across all grade 
levels. 
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The second theme emphasizes the importance of highly effective professional educators in 
meeting the needs of all students. Highly effective professional educators are those who have 
the knowledge, skills, and dispositions to effectively meet the needs of a broad range of 
students. These professionals use evidence-based practices, have in-depth knowledge of the 
content they teach, and continue to learn and grow as they seek to better meet the needs of 
all students who enter their classrooms and schools. 


MEETING THE NEEDS OF ALL STUDENTS 


Chapters 3 through 9 are relatively brief. They provide descriptive information regarding 
disability categories and address general principles and issues regarding the application of 
effective practices with these students. All categorical chapters use the same general outline 
to facilitate reader comprehension and consistency. Each chapter is written in a clear, suc- 
cinct, practical, and approachable style and has the same pedagogical elements and themes 
throughout. 
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This feature begins all chapters in the text and a second View feature is included in Chapters 
1 through 9. This feature provides the perspective of teachers, parents, students, and admin- 
istrators from the three schools (elementary, middle, and high schools) described in Chapter 
1. These real-life scenarios address the themes of the text and provide readers with an un- 
derstanding of 


* Teacher, parent, student, and administrator views regarding inclusion 
¢ Benefits of inclusion and the value of inclusive practices/classrooms/schools 
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Hyperactivity Disorder 





A VIEW FROM TEACHERS 














Professional Educators Vii 


PAUSE & REFLECT MARGIN NOTES Pause & Reflect 


In every chapter of the text, Pause & Reflect margin notes focus on specific 





Some believe that the requirements of NCLB are 


concepts addressed in the text and ask readers to examine their own per- admirable but in some cases unattainable. What do you 
5 . p think? Can all teachers be highly qualified? Is it possible 
spectives and beliefs on these topics. These notes also are connected to our that all students will meet state-mandated standards of 


three themes in the text. prefiiency’ 















ist the Facts 


Who are the students? 


Students with ADHD 


Children with ADHD manifest “a persistent pattern of inattention and/or a 
hyperactivity-impulsivity that is more frequently displayed and more severe 3 
than is typically observed in individuals at a comparable level of development” E 
(APA, 2000, p. 85). To be identified in a school, these behaviors must signifi- 
cantly impede the student's educational performance. 





JUST THE FACTS 


Because Chapters 3 through 9 are brief, a Just the 
f these students ha Facts feature addresses definition, identification, as- 
(TRE? eed et recta ceectcatonesa titrate raen: | sessment, prevalence, and service delivery practices 
Recent research indicates that parents report that about 7% (or about a : : . 2 Fi . 
(17 are curreth (least restrictive environment statistics). This feature 
. About 1.25% ofthe school-aged population are identified under IDEA as “other — | ; : ; 
tdontiied ee ADHD under Section S04 ofthe Rehabltaton Ack E will help readers identify the key components on 


* The use of prescription medication varies across states and communities. 


[nscaiBinslarensdegicsgoENOEO SRE Heo Maes ON the basic categorical issues covered in each of these 
* About 3 of every 4 students with ADHD are male. i 
* Students who live in high poverty settings are substantially more likely chapters a, 

to be identified with ADHD when compared to students from middle- and 
high-income settings. 





4.1 million) of children ages 4 to 17 are currently identified with ADHD. 





How are students identified? * Criteria from DSM-IV-TR (APA, 2000) are widely used to identify students with 
ADHD. (See Figure 4,1 for more information regarding these criteria.) 
* Information from parents and teachers regarding the student's behavior 
is the most critical information used to identify students with ADHD. This 
information is collected using interviews, observations in multiple settings, | 
and rating scales. & B 








What are the outcomes? * About 1 in 3 students with ADHD has no symptoms of ADHD in adulthood, 
* About 1 in 4 students with ADHD has conduct disorders in adulthood. 
* About 1 in 4 students with ADHD develops major depression in adulthood, 














Well-organized, carefully structured instruction often works well for students with ADHD and others who 
struggle to learn. | 


In comparing the outcomes of medication with other treatments (e.g., behavioral inter- 
ventions), medications have proven to be the most effective treatment for the symptoms of 
ADHD (MTA Cooperative Group, 2004). However, it is important to recognize that although 
medication often may be used to control many of the symptoms of ADHD, other inter- 

F R O M af FE AG. IH E R S ventions are needed if students’ academic and social needs are to be effectively addressed 
ls | P S Indeed, after medication controls negative student behavior, teachers find behavioral inter- 
ventions to be most helpful in addressing academic needs and social adjustment of students 


This feature, included in Chapters 3 through 9, provides tips with ADHD (Fabiano, Pelham, Coles, etal, 2009) 
from teachers regarding inclusion of students with different 


Se Teaching Students with ADHD in Inclusive 
disabilities. These tips provide real-world examples from the Boe 


Classrooms: Tips from Teachers 
three schools featured in this lexi as teachers provide their We were provided tips for teaching students with ADHD in inclusive classrooms by Laura 
we Scott, a seventh-grade special education teacher from West Hernando Middle School who 
perspectives on key issues for including students who exhibit has extensive experience working with students with ADHD. As Ms. Scott noted in the | 
; F f “View from Teachers” feature at the beginning of this chapter, the challenges for addressing | 
a range of different academic and behavior challenges inva the needs of students with ADHD vary, depending on the type and severity of the student's} 
symptoms, She also suggested that teachers keep in mind that some of the behavior issues |, 

inclusive classroom h presented by students with ADHD may be a front to escape from having to do work that they 


know they can't do. “My job is to make sure there's a lot of academic support, making them 
sure they can do the work.” Laura recommends the following: 


+ No two students with ADHD are exactly alike. One of the keys to being successful | 
in teaching these students is to know the particular student well. “The teacher has to be | 
very proactive and stay on top of things.” For example, if a student is having a difficult | 
time paying attention or blurts out inappropriate things or loses control quickly, the ; 
teacher needs to be able to see the signs that something is coming. This requires knowing 
the child so well that the signs become obvious, and the teacher recognizes that the child 
is getting frustrated or aggravated. At times, it may be another student who sets him off, 

& or he may have missed breakfast that morning, or maybe he had a fight with his brother. 


The teacher has to make every attempt to catch the behavior before it gets started, and 
redirect the behavior toward something more appropriate and acceptable. 











Effective Applications 





Finally, the third theme of effective applications emphasizes evidence-based practices that 
meet the needs of students with disabilities and others who struggle to learn or adjust socially. 
These practices may be applied with all students in a general education classroom (e.g., class- 
wide peer tutoring), or implemented with small groups of students either in the general edu- 
cation classroom or in a separate setting (e.g., intensive reading instruction). Evidence-based 
practices ensure that all students learn the academic and social skills needed to be successful 
in school and in life beyond school. 


PART Ill CHAPTERS 


Chapters 10 through 16 address key topical issues for the inclusive classroom and effective 
practices that can be used with all students. The first half of each chapter discusses the theory 
and background of each issue (e.g., collaboration, classroom management, technology) and 
the second half of each chapter provides in-depth, step-by-step strategies (up to 10 strategies 
per chapter topic) related to these issues. 


PUTTING IT ALL TOGETHER 
AND STRATEGY FACT 
SHEETS ) 


To connect the theory of the first half of Chapters 10 
through 16 with the strategies covered in the second half of 











EFFECTIVE INSTRUCTION IN 
CORE ACADEMIC AREAS 


Toget 
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Putting 
D 





sonewayiew 


paeles. : these chapters, we provide a list of key points regarding the 
topic of the chapter, followed by a Strategy Fact Sheet that 
: includesd a brief description of each strategy. These orga- 


nizers contain the following helpful information: 


¢ The name of each effective practice 

* A brief narrative description of the strategy 

* Special considerations regarding the use of the strategy in 
an inclusive classroom 


Strategy Fact Sheet 
ind w 


in the remainder of this cl 
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you plan effectively o mee 





STRATEGY DESCRIPTION SPECIAL CONSIDERATIONS | | 
STRATEGY DESCRIPTION SPECIAL CONSIDERATIONS Stroy 182: Direct Inston [A A direct instruction appro | 
Fr on t 


of Core Academic Skills 




















Strategy 13.3: Cooperative 
teaming 

















Strategy 194; Reading Racovory 











Strategy 13,5: Peer-Assisted of offers an officiont 
Loarning Strategios S104 hod for providing 


f apptoac 
Mogra s Scan be | 
i poy avo fox | fe 
ft nd 
0 if ig 
in-depth kno in NM | 
ion an j 
Strotegy 13.6: Beginning Read- Assumes that a student shouldbe | nan RTI model, high-quality, elfoctivo 
ini Tiers of Instruction & RTI} identified with a disability only after | instruction includes core instruction in tho | Jo 
1 


‘ighsquality instruction has baon pro: } goneral education classroom (Tier 1), instruc: | | 
vided, ond the student has continued | tion in small groups (Tier 2), and inter ) 
to struggle to learn 


individualize ion focusing on. g 

a ia 

ee +— —— Y 
Strategy 13,7: Self-Regulated —_] An approach used to support students] Many elementary students with disabilities | 
in i 


Strategy Development and Writ 19 Writing strategies effectively | have difficulty planning and regulating wait 
ing Instruction 
























‘and independently, Teachers provide |} ing strategies, SASO may be used'ta improve | | 
explicit instruction as students learn} student planning and self-regulation as they | ) 
tha strategy and how itcan be applied. | learn to waite 





























Effective Applications 


STEP-BY-STEP STRATEGIES 


Up to 10 effective strategies are included in Chapters 10 through 16. Each strategy is presented in a 
step-by step manner. You will notice that the pages in this text are perforated and hole punched—this 
enables students to remove these evidence-based strategies and put them into a binder for future use 
as they enter their own classroom. 

Each strategy includes the following information: 


* Rationale that gives background information regarding the strategy—when and how it should be 
used 

* Step-by-step instruction on how to use the strategy with students or in the classroom 

¢ Applications and Examples of the strategy in a real-world context 

* A Keep in Mind section that helps readers address specific “speed bumps” they may encounter 
when applying the strategy 


Key references that provide citations for further information regarding the topic 
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Rationale 


Remembering subject-area information and having ways of applying what one has learned 
are essential for success in school. Mnemonic strategies are procedures that enhance memory 
by forming associations that do not exist naturally in the content. Mnemonic techniques 
form associations by building meaningful connections to seemingly unconnected concepts 
by recoding, transforming, and elaborating on existing material (Hughes, 1996; Mastropieri, 
Sweda, & Scruggs, 2000). To readily retrieve the content, students need to be explicitly 
taught effective ways to input (or encode) information. Mnemonic instruction and materials 
have produced significant gains in content-area instruction for students with and without 
disabilities (e.g., Marshak, Mastropieri, & Scruggs, 2011). Mnemonics are versatile tech- 
niques, easily implemented in secondary-content classes, and applicable to a wide range of 
subject-area curricula. They are not, however, a specific curricular approach, educational 
philosophy, or even a method of improving comprehension. Mnemonics are embedded in 
instructional sequences and simply help students remember things. 


Step-by-Step 


8 Promote generalization across subject areas by 
embedding mnemonics in various instructional situa- 
tions (e.g,, peer tutoring) and teaching students to gener- 
ate their own keywords using a specific strategy such as 
IT-FITS (King-Sears, Mercer, & Sindelar, 1992; Marshak 


(1) Help students develop an understanding of mne- 
monics by demonstrating how first-letter strategies help 
organize and retrieve information through the acronyms 
FIRST and LISTS (Hughes, 1996) 


+ FIRST is used to help design the mnemonic by: 


* F—Forma word etal, 2011) 

¢ I—Insert a letter. + Identify the term. S 
* R—Rearrange the letters * T—Tell the definition of the term i 
* S—Shape a sentence + F—Find a keyword i 
* IT—Try combinations + I-—Imagine, the term doing something with the 

* Sample: HOMES = First letters of the Great Lakes keyword 


E 
: 


(Huron, Ontario, Michigan, Erie, Superior) 


LISTS for making and designing lists 
* L—Look for clues 

+ [Investigate the items 

+ S—Select a mnemonic using FIRST. 
* T—Transfer information to a card 
+ S—Self-test 


(2) Demonstrate how keyword mnemonics enhance as- 
sociations, making information to be learned meaningful. 


Transform an unfamiliar concept to a word or phrase 
(keyword) that the student knows. For example, the 
keyword for barrister would be bear, represented in 
a picture of a bear acting as a lawyer (Mastropiert & 
Scruggs, 1998) 

Provide a strategy for and practice retrieval of the 
concept. When asked to define barrister students 
should think of the picture of the keywords. This fa- 
cilitates the association and assists in the retrieval of 
the definition 


T—Think about the term doing something with the 
keyword 
S—Study what you imagine en7 think unsil vow 





know the definition 


(4) Actively teach independent mn 

+ Alert students as to the purpose 

gies and how practice will impr 
mance 

* Model mnemonic use, and rein! 
tions. 

* Be explicit in your thinking p 
ing and using the mnemonics; I 
their own thinking when using 

* Provide adequate opportunitie 
across topics and subject areas 


Applications and Examples 


Teachers have used keyword mnemonic instruction to help students with disabilities to learn 
SAT vocabulary words (Terrill, Scruggs, & Mastropieri, 2004), At the conclusion of a 6-week 
instructional period, students with learning disabilities learned 92% of the words taught with 
the mnemonic, compared to only 49% of the words taught traditionally. Note how Terrill and 
colleagues (2004) connected vocabulary to keywords: 























WORD KEYWORD | MEANING ILLUSTRATION 

Abhor Horrible Regard with horror; hate deeply A monster regarded with horror 

Extant Ant Still existing Ants continue to come to picnics over 
the years 

Turbulent Turtle Violent, stormy A turtle swimming through a violent 
storm 






Keep in Mind 
Like all instructional techniques, the effectiveness of mnemonic use should be monitored 
regularly. Specifically, mnemonics can be a time-consuming activity and the relative cost- 
effectiveness of the technique needs to be considered in terms of student outcomes. In some 
cases, the addition of keywords to an already burgeoning curriculum can frustrate students 
and actually detract from lessons and units. Also, several research efforts (e.g., King-Sears 
et al., 1992; Marshak et al., 2011) indicate that teacher-provided keywords and pictures 
are more effective than requiring students to generate their own. With limited instructional 
time, decisions as to when to use mnemonics must be made judiciously, considering student 
characteristics and actual measures of performance. 
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Supplements for Students 
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The student and instructor support package for Inclusion: Effective Practices for All Students 
includes MyEducationLab, an Online Instructor's Manual with Test Items, Online TestGen 
assessment software, and Online PowerPoint Presentations. 


MyEducationLab 


Proven to engage students, provide trusted content, and improve results, Pearson MyLabs 
have helped over 8 million registered students reach true understanding in their courses. 
MyEducationLab engages students with real-life teaching situations through dynamic 
videos, case studies, and student artifacts. Student progress is assessed, and a personalized 
study plan is created based on the student's unique results. Automatic grading and reporting 
keeps educators informed to quickly address gaps and improve student performance. All of 
the activities and exercises in MyEducationLab are built around essential learning outcomes 
for teachers and are mapped to professional teaching standards. 

In Preparing Teachers for a Changing World, Linda Darling-Hammond and her colleagues 
point out that grounding teacher education in real classrooms—among real teachers and 
students and among actual examples of students’ and teachers’ work—is an important, and 
perhaps even an essential, part of training teachers for the complexities of teaching in today’s 
classrooms. 

In the MyEducationLab for this course you will find the following features and resources. 


sTUDYERPEAN SPECIFIC TOMOUR TEXT 

MyEducationLab gives students the opportunity to test themselves on key concepts and 
skills, track their own progress through the course, and access personalized Study Plan activi- 
ties. The customized Study Plan—with enriching activities—is generated based on students’ 
results of a pretest. Study Plans tag incorrect questions from the pretest to the appropriate 
textbook learning outcome, helping students focus on the topics with which they need help. 
Personalized Study Plan activities may include e-book reading assignments, and review, prac- 
tice, and enrichment activities. 

After students complete the enrichment activities, they take a posttest to discover the 
concepts they've mastered or the areas where they may need extra help. MyEducationLab 
then reports the Study Plan results to the instructor. Based on these reports, the instructor 
can adapt course material to suit the needs of individual students or the entire class. 


CONNECTION TO NATIONAL STANDARDS 

Today it is easier than ever to see how coursework is connected to national standards. Each 
topic, activity, and exercise on MyEducationLab lists intended learning outcomes connected 
to CEC Standards and INTASC Standards. 


ASSIGNMENTS AND ACTIVITIES 

Designed to enhance your understanding of concepts covered in class, these assign- 
able exercises show concepts in action (through videos, cases, and/or student and teacher 
artifacts). They help you deepen content knowledge and synthesize and apply concepts and 


strategies you read about in the book. (Correct answers for these assignments are available to 
the instructor only.) 


Supplements for Students and Instructors 


BUILDING TEACHING SKILLS AND DISPOSITIONS 

These unique learning units help users practice and strengthen skills that are essential to 
effective teaching. After presenting the steps involved in a core teaching process, you are 
given an opportunity to practice applying this skill via videos, student and teacher artifacts, 
and/or case studies of authentic classrooms. Providing multiple opportunities to practice a 
single teaching concept, each activity encourages a deeper understanding and application of 
concepts, as well as the use of critical thinking skills. After practice, students take a quiz that 
is reported to the instructor gradebook. 


LESSON PLAN BUILDER 

The Lesson Plan Builder is an effective and easy-to-use tool that you can employ to create, 
update, and share quality lesson plans. The software also makes it easy to integrate state con- 
tent standards into any lesson plan. 


[nls GEN TER RESOURCES 

The IRIS Center at Vanderbilt University (http://ris.peabody.vanderbilt.edu), funded by the 
U.S. Department of Education's Office of Special Education Programs (OSEP), develops training 
enhancement materials for preservice and practicing teachers. The Center works with experts 
from across the country to create challenge-based interactive modules, case study units, and 
podcasts that provide research-validated information about working with students in inclusive 
settings. In your MyEducationLab course we have integrated this content where appropriate. 


COURSE RESOURCES 

The Course Resources section of MyEducationLab is designed to help you put together an 
effective lesson plan, prepare for and begin your career, navigate your first year of teaching, 
and understand key educational standards, policies, and laws. It includes the following: 


Beginning Your Career offers tips, advice, and other valuable information on: 

> Resume Writing and Interviewing: Includes expert advice on how to write impressive 
resumes and prepare for job interviews. 

> Your First Year of Teaching: Provides practical tips to set up a first classroom, manage 
student behavior, and more easily organize for instruction and assessment. 

> Law and Public Policies: Details specific directives and requirements you need to under- 
stand under the No Child Left Behind Act and the Individuals with Disabilities Educa- 
tion Improvement Act of 2004. 


The Certification and Licensure section is designed to help you pass your licensure 
exam by giving you access to state test requirements, overviews of what tests cover, and 
sample test items. The Certification and Licensure section includes the following: 


> State Certification Test Requirements: Here, you can click on a state and will then 
be taken to a list of state certification tests. 

» You can click on the Licensure Exams you need to take to find: 
* Basic information about each test 
" Descriptions of what is covered on each test 
= Sample test questions with explanations of correct answers 

> National Evaluation Series™ by Pearson: Here, students can see the tests in the NES, 
learn what is covered on each exam, and access sample test items with descriptions 
and rationales of correct answers. You can also purchase interactive online tutorials 
developed by Pearson Evaluation Systems and the Pearson Teacher Education and 
Development group. 

>» ETS Online Praxis Tutorials: Here, you can purchase interactive online tutorials 
developed by ETS and by the Pearson Teacher Education and Development group. 
Tutorials are available for the Praxis | exams and for select Praxis II exams. 


Visit www.myeducationlab.com for a demonstration of this exciting new online 
teaching resource. 
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Supplements for Students and Instructors 


INSTRUCTOR'S RESOURCE CE hieE 
The Instructor Resource Center at www.pearsonhighered.com has a variety of print and me- 
dia resources available in downloadable, digital format—all in one location. As a registered 
faculty member, you can access and download pass code-protected resource files, course- 
management content, and other premium online content directly to your computer. 

Digital resources available for Inclusion: Effective Practices for All Students, second edition, 


include the following: 


¢ A test bank of multiple-choice and essay tests 

* PowerPoint presentations specifically designed for each chapter 

¢ An Online Instructors Manual with numerous recommendations for presenting and ex- 
tending text content. It is organized by chapter and contains chapter objectives, chapter 
summaries, key terms, presentation outlines, discussion questions, and application. The 
test item bank contains multiple-choice, short-answer, and essay questions that can be 
used to assess students’ recognition, recall, and synthesis of factual content and conceptual 
issues from each chapter. 


To access these items online, go to www.pearsonhighered.com and click on the Instructor 
option. You'll find an Instructor Resource Center option in the top navigation bar. There, you 
will be able to log in or complete a one-time registration for a user name and password. If 
you have any questions regarding this process or the materials available online, please contact 
your local Pearson sales representative. 


¢ 


AX@ eaten Caelcannva etic 


To make an inclusive classroom function well, professionals must work together, sharing 
expertise and providing support as it is needed. We have witnessed this firsthand on numer- 
ous occasions in schools, as teachers and administrators work collaboratively to provide 
extraordinary educational opportunities for all students. The same is true when writing a 
textbook. Although three of us are listed as authors of this text, we had a broad range of sup- 
port in completing this project. As the second edition moved toward completion, the level 
of support, creativity, and knowledge that colleagues provided was extraordinary, and we are 
extremely privileged and grateful to have had this support. 

First, we gratefully acknowledge the superlative effort of the professionals at Pearson 
Education for their unparalleled support. Our Executive Editor Ann Davis provided the 
momentum to get this project started, then used her extensive knowledge of special educa- 
tion textbooks and marketing to provide us with a unique direction for our inclusion text. 
Throughout the many months we spent writing and now revising this text, she continually 
kept us on-message and encouraged us to produce a unique text with features that were a 
good fit for the real world of teaching and inclusive classrooms. 

Our many requests for support and information at the Pearson Education offices were 
cheerfully and quickly addressed in editorial by Penny Burleson and Joanna Sabella in mar- 
keting. Finally, we are grateful for the creative coordination of Senior Production Editor 
Sheryl Langner, who was always there to make sure that the pieces of this project fit together 
and resulted in a product that was both logical and attractive. 

We provide a special thanks to our main contact and support person at Pearson Education, 
Executive Development Editor Hope Madden. Hope’s matter-of-fact style and willingness to 
dive into complex and at times sensitive issues have helped us question and improve many 
parts of this text. Although at times we dreaded opening e-mails from Hope—which often 
had suggestions for more changes, deadlines, or other tasks—her suggestions were con- 
sistently on the mark and significantly improved the quality of this text. In particular, she 
pushed us to get away from our professorial roles, and write in a way that is accessible and 
user friendly. 

For their fine work on an earlier draft of Chapter 13, we thank Dorene Ross and Margaret 
Kamman from the University of Florida, Vivian Correa from the University of North Carolina— 
Charlotte, and Jennifer Huber from Arizona State University. Many of the ideas that these col- 
leagues included in the original version of this chapter remain in Chapter 13, and we thank 
them for sharing their expertise and many experiences working with students from diverse 
backgrounds. 

A highlight for each of us as we wrote this book was having the opportunity to inter- 
view and observe a group of extraordinarily dedicated teachers and administrators in our 
three feature schools, Gilpin Manor Elementary School, West Hernando Middle School, and 
Heritage High School. We are very appreciative to these professionals for allowing us to enter 
their schools, and for their willingness to share their expertise, ideas, and creativity. We are 
especially appreciative of the following teachers, administrators, and school staff at the three 
schools. 

Much assistance was provided by the administration in Cecil County Public Schools in 
Maryland and especially by the administration, faculty, and staff at Gilpin Manor Elementary 
School. We especially appreciate assistance provided by Associate Superintendent Dr. Carolyn 
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After reading this chapter you will: 
e Understand why inclusion is for all 
students. 


¢ Know the concepts that support 
inclusive practices. 
e Be aware of the characteristics of 
effective, inclusive programs. 
® Describe the role of the teacher and 
other professionals in an inclusive 
school. 
e Know the importance of being a 
good teacher for all students. 
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A VIEW FROM PARENTS 


Is Inclusion Good for Grace? 


In June 2007, Annette and Larry Jeffrey (pseudonyms are used for Grace and her parents) had 
their third child, Grace, a bubbly, active girl. Like the other two children, Grace was typical in every 
way, and for the first year of her life, she developed just as her siblings had. However, shortly 
after her first birthday, Grace contracted transverse myelitis (TM), a neurological disorder caused 
by inflammation on both sides of her spinal cord (for more information on transverse myelitis, 
see NIH, 2011). About one in three people who contract TM fully recover, but Grace was not so 
fortunate. Her lower body remains weak. She has very limited mobility from the waist down, and 
uses a wheel-chair to get around. Her parents report that difficulty exploring her environment has 
also contributed to somewhat delayed language development. 

Annette and Larry both work outside the home and had to make a difficult decision about 
where to place Grace in day care. There was considerable pressure from some of their relatives 
who felt strongly that Grace should be placed with other students with disabilities because they 
felt that she needed to be protected from what might happen in a setting with typical children and 
“because the professionals in those settings know what to do with those children.” Putting Grace 
in such a setting didn’t feel right to Annette and Larry, however, and so they decided to place her 
in a day-care setting with students without disabilities, while she continued to receive services 
from specialists to support her physical and language development. 

When they placed Grace in day care, Annette and Larry readily admitted, “We were pretty 
apprehensive. Are they paying enough attention to Grace?” They found that Grace enjoyed being 
around the other children in the day care and was able to play with them, but they were surprised 
to find that the teachers seemed to pay too much attention to her. “They weren't sure or confi- 
dent whether it was going to be safe for her, so she was often secluded. When they would go 
outside to play, one of the day-care teachers would take Grace and sit on the mat while the other 
kids played on the slides and all that stuff.” Annette and Larry didn’t know how to react to this, as 
they, too, were apprehensive about Grace's safety. However, they knew that by overprotecting 
Grace, “they were restricting her; they weren't letting her grow.” 

Overall, Annette and Larry found that the day-care setting was good for Grace. She made 
many friends, and her language development began to accelerate. But as Grace's third birthday 
approached in June 2010, they had another decision to make regarding whether to try to find a 
local, inclusive school, or to accept a placement in a separate class with other students with dis- 
abilities. As Annette said, “We were apprehensive about putting her in school at a young age. 
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MyEducationLab 


Visit the MyEducationLab 
for Inclusion to enhance 
your understanding 

of chapter concepts 

with a personalized 
Study Plan. You'll also 
have the opportunity 

to hone your teaching 
skills through video and 
case-based Assignments 
and Activities, Building 
Teaching Skills and 
Disposition lessons, and 
IRIS Case Studies. 
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What does it mean to you to be included as part of a com- 
munity? Perhaps reflecting on instances of when you have 
been excluded will provide insight into why being included 


Students with disabilities are included in most 
general education classrooms. 


Chapter 1 


She’s only three, and | thought, ‘Hmmm, my baby in school!?’” Grace's parents also realized that 
many schools did not offer inclusive programs for preschool children with disabilities. 

Fortunately for Annette and Larry, their decision would be made easier because they lived 
near a model inclusive school|—Gilpin Manor Elementary—that had an excellent preschool teacher 
who valued inclusion for all students. In the fall of 2010, Grace began school at Gilpin Manor in 
Allison Meyer's inclusive preschool class for 3- and 4-year-old children. Annette and Larry had 
decided that inclusion was good for Grace, but what would the school year bring? Would the 
teachers provide too much protection for Grace, or would they treat her much like other students 
and encourage her to grow and flourish? You can read more about Gilpin Manor Elementary in the 
descriptions of our model schools, and we'll provide more information about Grace Jeffrey's first 
year at Gilpin Manor later in this chapter. 





Introduction 


What does being included in a community mean to you? For most people, being part of a 
community means that others care for and respect them for who they are, regardless of their 
particular strengths and shortcomings. It also means that people have a sense of belonging 
that brings satisfaction and comfort, and knowing that they can depend on others for sup- 
port when it is needed. Many go to great lengths to achieve this sense of belonging by moy- 
ing to certain neighborhoods, joining clubs, and participating in productive and meaningful 
group activities. 

For those of us who work in education with students with disabilities, being part of the 
school community is often referred to as inclusion. In this text, we take the perspective that 
inclusion is not a place or a classroom setting but is a philosophy of education. We define 
inclusion quite simply as including students with disabilities as valued members of the school com- 
munity. This suggests that students with disabilities belong 
to the school community and are accepted by others; that 
they actively participate in the academic and social com- 
munity of the school; and that they are given supports 
that offer them the opportunity to succeed. In short, they 
participate in the school community in ways that we all 
want to participate in a community. 

Was Grace Jeffrey included in her day care based on 
this definition of inclusion? Although she seemed to be 
valued, she certainly didn’t actively participate in all aspects of the day- 
care community, nor did she always receive the necessary supports to 
have an opportunity to succeed. Is it reasonable for Grace’s parents 
to expect that Grace be valued and supported in the day-care setting? 
Were these expectations different from what other parents would want 
for their children? 

We agree with Grace’s parents that an inclusive setting is best for 
her, and that placing her in such a setting is well worth the effort and 
apprehension that may occur. Although most teachers want to provide 
an inclusive education for all students, we recognize that providing 
such programs can be challenging, time-consuming, and frustrating. 
In fact, the reality of how to address effectively the academic and be- 
havioral challenges associated with students with special needs is often 
~ daunting to school personnel. Many questions remain regarding how 
to develop effective, inclusive programs, and provide support for teach- 
ers as these programs are implemented (McLeskey & Waldron, 2011a). 

In this text, we present evidence-based practices with examples from 
real-world schools and classrooms. We do this because it is our view 
that information regarding effective, inclusive programs and practices 
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is best presented in a practical and straightforward fashion. Consequently, throughout this 
book, you will notice that we explain a significant amount of content within the context of 

» three effective, inclusive schools: Gilpin Manor Elementary School, West Hernando Middle 
School, and Heritage High School. These schools serve students of different age and grade 
levels and have diverse student bodies. 

It is important to note that we do not present these schools as examples of ideal inclusive 
practices. Indeed, the work of developing an inclusive school is never done (McLeskey & 
Waldron, 2000), as school professionals must adapt to the ever-changing needs of students as 
each school year progresses. These three schools are no exception, as they continue to actively 
strive to meet the needs of all their students. You will hear from the teachers, administrators, 
parents, and students from these schools throughout this text, as they provide a real-world 
perspective on their continuing quest to provide effective, inclusive programs. We introduce 
you to these schools in the accompanying box, “Descriptions of Three Highly Effective, 
Inclusive Schools.” 


Inclusion Is for All Students 


If you reflect on your experiences in K-12 general education classrooms, you'll readily rec- 
ognize that many students have difficulty making academic and social progress in these 
settings or do not fit in well and need supports or accommodations to succeed. We say this 
because inclusion is not just about students with disabilities. Although much of our focus in 
this text is on students with disabilities, many of the interventions we describe are useful for 
a wide range of students who need support in general education classrooms. 


Descriptions of Three Highly Effective, 


Inclusive Schools 





Gilpin Manor Elementary School 


Elkton, Maryland (population 14,842), is a small town located off of 1-95, midway between Baltimore and 
Philadelphia, just north of the Chesapeake Bay. Many of the people who live in Elkton work in Baltimore or 
Philadelphia and choose to live in this rural community because of its more laid-back lifestyle. About six years ago, 
the schools in the Cecil County School District (in which Elkton is the county seat) adopted the philosophy and 
practice of inclusion for students with disabilities. Gilpin Manor Elementary School (GMES) was one these schools. 

Built in 1952, Gilpin Manor was originally a “side-by-side” school. On one side was the “regular” elementary 
school for children without disabilities in grades K—5. On the other side (actually a back wing) was the “special 
school,” in which students with disabilities spent their days separated from the other children by two heavy dou- 
ble doors that were always closed. According to Mrs. Jennifer Hammer, the current principal and former assistant 
principal at Gilpin Manor, the two groups of children lived completely separate lives during the school day. 

Mrs. Hammer played a significant role in ending the separation and guiding Gilpin Manor toward becoming 
an inclusive school. Dr. Carolyn Teigland, Associate Superintendent in Cecil County, said, “Mrs. Hammer is an 
advocate for inclusion for all students. She has been at Gilpin throughout the change process and has provided 
her staff with the vision, training, and support necessary to transform the school into one that educates students 
with disabilities within inclusive settings along with their peers who are age appropriate.” 

Mrs. Hammer explained how Gilpin Manor moved from separate schools within a school to become a fully 
inclusive school. “Approximately seven years ago, I was assigned to Gilpin Manor as an assistant principal. I 
remember our associate superintendent meeting with my principal and me to discuss our plan to fully include 
all students in our school. 

“We first established an Inclusive Practices Committee. This committee was supported with a representative 

4 from Maryland Inclusive Practices Coalition. The committee had several stakeholders, including regular educa- 
tion and special education teachers, paraprofessionals, parents, and community members. The committee first 
established a vision. One of our first tasks was to help our community understand the legal implications of least 
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restrictive environment (LRE). We scheduled meetings and began to identify our plan for including students in 
the regular setting. 

“We began by integrating the Level 4 students (students with milder disabilities) into the regular classroom. 
We had to conduct individualized education program meetings to change the definition of least restrictive environ- 
ment and deploy staff to provide support to the students. All Level 4 classrooms were fully integrated in the first 
year. Over the next three years, we integrated the students who were in the remaining Level 5 classrooms (students 
with more significant disabilities). At the same time, we stopped the ‘pipeline’ that brought students with special 
needs to GMES. After students completed their preschool experience, they transitioned to their home schools. 

“The journey was not without tension, stress, and challenges. At the very beginning, we asked our county's 
attorney to make a presentation explaining LRE to our staff. Many members of our staff were resistant to this 
change and feared for their students’ futures. They challenged our county vision and questioned the need for a 
continuum of services. However, in the end, all students successfully integrated into their home schools with 
appropriate support, including Gilpin Manor.” 

Today, Gilpin Manor is a school where a very diverse group of children learn together in inclusive classrooms 
throughout the day. Its mission statement says that its goal is to “support the academic, social, and behavioral 
development of every child” and it does so with a great deal of pride and success. It serves about 450 children, 
from preschool to fifth grade, from various backgrounds: 1% of the students are American Indian or Alaska 
Native, 1% are Asian Pacific Islanders, 31% are African American, and 62% are European American. Among 
these students, 25% are identified as students with special needs, 1% are English-language learners (ELLs), 2% 
are homeless, and 67% participate in the free or reduced lunch program. 

How can a school like Gilpin Manor be successful with so many students with so many diverse needs and 
characteristics? Here is what Mrs. Hammer said: “I believe that our greatest strength is that everything that we do 
is based on what is best for children.... The culture in this building is positive and child centered. You can almost 
feel the warmth when you enter the building. Teachers support one another and are eager to fill their tool boxes 
with the strategies and techniques that will meet their students’ needs.” 

Tucked away in the small town of Elkton, Gilpin Manor Elementary School offers an inclusive learning 
environment for students with a range of abilities. As you will see throughout this book, you can learn a lot about the 
real-world practices used in Gilpin Manor and the impact that these practices have on its students. Knowing about 
these practices will make educators more successful at including all students and creating effective, inclusive schools. 


West Hernando Middle School 


West Hernando Middle School (WHMS) is located outside the small town of Brooksville, FL, in rapidly growing 
Hernando County, a suburban area 50 miles north of Tampa. West Hernando enrolls approximately 1,050 students 
in grades 6-8, and is the county’s cluster school for students with disabilities. About 75% of students in WHMS are 
Caucasian, and the remaining 25% are Hispanic, African American, American Indian/Alaska Native, multiethnic, or 
Asian. Over 19% of the students in WHMS have disabilities, and 76% qualify for free or reduced lunch. 

Rick Markford has been the principal of West Hernando for the past two years. Prior to that time, he was an as- 
sistant principal at a high school and a K-8 school. It is noteworthy that most of his prior administrative experience 
has been in an inclusive high school that is next door to West Hernando. It was at this school that he learned first- 
hand about inclusion and the importance of a peer-support program for students with more substantial disabilities. 

An inclusive philosophy pervades the West Hernando school community in all activities, and is reflected in 
the following belief statement that guides the work of the school improvement team and all school staff. 


WHMS students soar with WINGS (W—Wise choices, I—Innovative learning, N—new challenges, G—Good 
citizenship, S—Strong positive attitudes). WHMS faculty and staff work to create an environment where all 
community stakeholders embrace innovative learning strategies and new challenges. We intend to accomplish 
this by encouraging strong positive attitudes, practicing good citizenship, and recognizing students’ wise 
choices. We are dedicated to providing a rigorous curriculum delivered through research-based programs 
and practices with differentiated instruction to ensure that all student can and will learn. 


The school community at West Hernando is close-knit and supportive of all students. This philosophy is 
obvious to a visitor when entering the school, as a quote by Booker T. Washington is prominently displayed on 
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the building opposite the entry: “If you want to lift yourself up, lift up someone else.” It is also obvious from 
observing students walking in halls, congregating in the large courtyard that the school building surrounds, or 
interacting in classrooms. Teachers and students at WHMS are a community of learners who support one another 
in a range of ways, formal and informal, large and small. 

Mr. Markford discusses this emphasis on building relationships and supporting all students as part of West 
Hernando’s culture. “At West Hernando, success is the only option, and the foundation of that success is rela- 
tionship building. My mantra from my teaching days has always been ‘discipline without relationships leads 
to rebellion.’ If you don’t have that relationship first, everything else will be impossible or at least a struggle.” 
Mr. Markford goes on to note that at West Hernando, relationships are established with all students early in the 
school year to provide a foundation for behavioral and academic success. 

We'll discuss many of the instructional approaches used at WHMS to support students with disabilities in 
general education classrooms and as part of the school community throughout the chapters that follow. These 
activities include co-teaching, peer buddies, differentiated instruction, grouping practices, collaborative teaming, 
and a range of other effective practices. However, the most powerful aspect of the education students receive at 
West Hernando Middle School is the dedication of the school staff and students to build a community that sup- 
ports and includes all students, and the pride that staff and students feel in being part of this special community. 

Mr. Markford also emphasizes the importance of teacher collaboration at West Hernando Middle School to 
support all students. This collaborative work ethic has been especially important as a response-to-intervention 
(RTI) model has been developed at West Hernando to identify students and provide them with high-quality, 
tiered instructional support in their classrooms. “Collaboration is one of the key components of RTI at West 
Hernando as we emphasize working together as a team to develop a system of student support,” Mr. Markford 
states. He also emphasizes the importance of collaboration as part of the many co-taught classrooms at West 
Hernando. In these classrooms, general and special education teachers work as partners to differentiate instruc- 
tion for all students. As Mr. Markford notes, “The basis of the inclusion model at West Hernando is the collabora- 
tion between co-teachers to develop lesson plans and deliver differentiated instruction.” 

The success of WHMS can be measured in several ways, including the awards the school has received (an 
“A” school in Florida for each of the last 5 years, and receiving an award from the Governor of Florida as one of 
the Top 50 Combination Schools for Making Progress in the state), the rates at which students with a range of 
disabilities are included in general education classrooms (well above the state average), or by student academic 
progress, as measured by several state and local tests. By any of these measures, WHMS excels. It also excels as an 
extraordinary middle school, where all students belong to a school community that provides academic and social 
support, and where teachers work collaboratively to ensure that success is the only option for every student. 


Heritage High School 


Heritage High School, a modern comprehensive high school of approximately 1,340 students, is located in 
Leesburg, Virginia. Leesburg, the county seat of Loudoun County, is a historic area, having once, during the War of 
1812, been the temporary location for the U.S. government and its archives. The areas surrounding the town cen- 
ter are also known for their Civil War battlefields (e.g., Antietam). Located at the far end of the densely populated 
Washington, DC, and the northern Virginia corridor, Leesburg has experienced tremendous growth in population, 
particularly among Hispanic and Asian immigrant groups. Reflecting the influx of families from these cultures, Her- 
itage High School is considerably diverse, with 17.8% of its students of Hispanic origin, 12.1% African American, 
4.6% multiracial, and 10.2% of Asian descent. The remaining 55.1% are European American. Among all students 
enrolled, approximately 18% are eligible for free or reduced lunch, and 12.6% have identified disabilities. 
Margaret Huckaby, the founding principal of Heritage, had the rare and challenging opportunity of developing 
the school’s administrative structure, climate, and culture from the ground up. With an energetic, positive, and cre- 
ative interactive style, she garnered considerable input from all the school’s stakeholders—from cafeteria workers to 
psychologists—to develop student-centered approaches and procedures to provide sustained success for all students. 
Visitors to Heritage can readily see the results of these efforts: Collaboration and empowerment pervade 
the school’s administrative, instructional, and extracurricular policies and activities. Teams of administrators, 
teachers, and professional staff work together, ensuring that all students have opportunities to receive supportive 
instruction and caring related services. This teaming is not left to chance: Margaret and her administrative staff 
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are sensitive to interpersonal dynamics and form teams that build on how teachers’ strengths can be combined 
to improve student outcomes. 

Heritage High’s efforts at collaborative teaming have resulted in a number of impressive outcomes. The 
school routinely scores well above the state average on Virginia State Report Card measures, resulting in the 
all-important designation of meeting adequate yearly progress (AYP). Numerous Advanced Placement courses 
are offered, and approximately one third of graduating students receive an Advanced Studies Diploma with the 
coveted Governor's Seal. 

Perhaps the most notable element of teaming at Heritage is the day-to-day operation of its inclusive education 
philosophy. Monitored and nurtured by Dean Susan Hill, special education services are delivered in a variety of 
ways, depending on the unique needs of the student. Most students with disabilities at Heritage receive services 
within general education content classrooms. Depending on the instructional and behavioral profile of the stu- 
dent, special education teachers either consult or co-teach with general education content-area specialists. Teach- 
ers often use universally designed instructional techniques (adaptations and accommodations that are useful for 
students with and without disabilities) or curricular supports in lessons and unit plans. In many other cases, 
classes are actively co-taught by both highly qualified general and special education teachers. Because co-teaching 
has been a mainstay of the Heritage instructional delivery system since the school opened, it is not viewed as 
strange or unusual. It is just the way things are done at Heritage. 

Some students at Heritage require supplemental supports in addition to what is provided in their general 
education classrooms. For these students, small-group sessions are arranged and delivered in a private area of the 
school (i.e., the library) or another classroom. Students with significant disabilities are included in general educa- 
tion classrooms for social, behavioral, and general knowledge exposure and also may spend time receiving direct 
instruction in separate class settings. Peer Teams are employed to support these students in their classrooms and 
during extracurricular activities. Based on the success of their programs, Heritage is embracing several new chal- 
lenges. Students with challenging behaviors who had been placed in segregated day school placements have been 
returned to Heritage, their neighborhood school, and essential supports and accommodations are being provided. 
Not surprisingly, these students are achieving academically and socially at heretofore unseen levels of success. The 
school has also stepped up its efforts in the area of transition to the world of work. In particular, The SWEET (Stu- 
dent Work Experience Enabling Transition) Shop, staffed by students and job coaches, offers valuable job skills 
training to students while providing time-saving clerical services (e.g., copying, laminating) to teachers and staff. 

As in any school, things are not perfect at Heritage. Situations arise that require swift action, creative problem 
solving, and sometimes difficult decision making. However, with a solid foundation of administrative support, 
substantive parent involvement, and collaborative teaming, staff feel empowered and supported in their attempts 
to address the many issues typical of teaching and managing large numbers of developing adolescents. 


We provide information that illustrates the diversity of the general education class- 
room in the following sections. In addition to students with disabilities, students in general 
education classes who contribute to this diversity and may need accommodations include 
students who are at risk for difficulty in school, students from diverse cultural and linguistic 
backgrounds, and students identified as gifted and talented. 


Students with Disabilities and Special Education 


Special education consists primarily of services and supports that teachers provide to meet 
the needs of students who are identified with disabilities. Although the categories used to 
define disabilities vary across states, most use some variation of the federal definitions of 
disability categories. Table 1.1 includes brief descriptions of the disability categories used by 
the federal government in the Individuals with Disabilities Education Improvement Act, or 
PL 108-446 (IDEA, 2004). 

As you will note, these disability categories include a broad range of students with 
abilities and disabilities related to cognitive, social, physical, and sensory skills. To simplify 
disability categories, some states use more general categories such as mild-to-moderate 
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Disability Category 
Learning disability (called 
specific learning disability in 
IDEA, 2004) 

Speech or language 


impairment 


Other health impairments 


Intellectual disabilities 
(called mental retardation in 
IDEA, 2004) 


Emotional disturbance 


Autism (often referred to as 
autism spectrum disorders) 


Multiple disabilities 


Developmental delay 


Hearing impairments and 
deafness 


Orthopedic impairments 


Visual impairments 
including blindness 


Traumatic brain injury 


Deaf-blindness 
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Disability Categories and Definitions adapted from PL 108-446, IDEA 2004 
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Includes students who have difficulty making adequate academic progress 
in school, especially in basic skill areas such as reading, writing, and/or 
mathematics. 


Includes students with communication disorders (e.g., difficulty articulating 
certain speech sounds or difficulty using or understanding words) that affect 
educational performance. 


Includes a range of health impairments (e.g., epilepsy, diabetes) that 
adversely affect a student’s educational performance. Attention-deficit/ 
hyperactivity disorder (ADHD) is included as part of this category. 


Includes a broad range of students, from those with mild to significant 
impairments in intellectual and adaptive skills. 


Includes a broad range of students, including those who exhibit aggressive 
behavior as well as students who have more internalized emotional disorders 
(e.g., pervasive unhappiness or depression). 


Includes students who exhibit a developmental disability that significantly 
affects verbal and nonverbal communication and social interaction. 


Includes students who have disabilities in more than one area (e.g., intellectual 
disability and blindness, intellectual disability and orthopedic impairment) that 
often result in substantial impairments and significant educational needs. 


Includes students who experience delays in physical, cognitive, commu- 
nication, emotional, or adaptive development. This category is used at the 
discretion of states, and can be used for students ages 3 through 9. 


Students with hearing impairments have some residual hearing that may be 
used to understand oral speech. In contrast, children who are deaf lack such 
residual hearing. 


Includes students who have physical limitations and may use a wheel- 
chair. These students have a full range of intellectual abilities but may have 
difficulty demonstrating this ability without specialized supports. 


Includes students who are blind and those with significant visual 
impairments. 


Includes students who have an acquired injury to the brain caused by an 
external physical force, resulting in a disability that adversely affects educa- 
tional performance. This is the only category limited to students who acquire 
a disability after birth. 


This is the smallest disability category, and includes only individuals with 
significant educational needs. 


disabilities and significant disabilities. The mild-to-moderate category includes most stu- 
dents who are identified with learning disabilities and speech or language impairment and 
some students from other categories (e.g., autism, other health impairments, intellectual 
disabilities). About 90% of students with disabilities are included in the mild-to-moderate 
category. The significant disability category includes about 10% of all students, and most 
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education classrooms. 


Many students with and without disabilities need supports to be successful in general 


students who are identified with multiple disabilities and deaf-blindness fall into this cat- 
egory. In addition, some students in several other categories may be identified with signifi- 
cant disabilities (e.g., autism and intellectual disabilities). 

About 11.2% of school-aged students in the United States are identified with disabilities 
(U.S. Department of Education, 2011). Special education services and supports are specially 
designed to meet the needs of these students. Several factors make special education 
“special,” including the following (Kauffman & Hallahan, 2005): 


* Intensity. Special education instruction may involve adjusting the intensity of 
instruction provided to a student. More time for direct instruction and practice are 
critical elements of more intensive instruction. This may involve a lower teacher—pupil 
ratio, using strategies such as class-wide peer tutoring, cooperative learning, or 
co-teaching. 

* Structure. Students with disabilities are provided with learning conditions that are more 
organized, explicit, and predictable. 

* Curriculum. Almost all students with disabilities learn based on the general education 
curriculum (i.e., the same curriculum as all other students), but many of these stu- 
dents require specialized supports and accommodations to access this material. Some 
students with significant disabilities require an alternative curriculum for some part 
of the school day that addresses basic life skills, alternative communication skills, or 
social skills. 

* Collaboration. For a successful educational experience, professionals from general and 
special education must combine their expertise to address the needs of students with 
disabilities. 

* Monitoring/Assessment. Teachers monitor the student’s progress in an academic area, 
and adjust instructional methods based on this information. Thus, teachers may use a 
variety of approaches if a student with a disability has difficulty learning critical elements 
of the curriculum. 


Other Students Who May Need Support 
in the General Education Classroom 


Many teachers and other school professionals have noted that the effective practices used in 
inclusive classrooms are beneficial for many students who do not have disabilities but strug- 
gle academically or socially. As Cathy Dofka, Director of Special Education in Hernando 
County Florida (and for West Hernando Middle School), notes, “Inclusion benefits all 
students academically and socially. Ef 
fective teaching methods are good for 
all students who struggle, not just those 
with disabilities.” Students who benefit 
from these practices may include stu- 
dents who are at risk for difficulty in 
school, students from diverse cultural 
and linguistic backgrounds, and stu- 
dents identified as gifted and talented. 


Students at Risk for 

Difficulties in School 

Students who grow up in poverty are 
at greater risk than other students for 
having academic or social difficulty in 
school. But as you will recognize, many 
students who have risk factors in their 
backgrounds do quite well in school; 
for others, however, these factors may 
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contribute to academic or social difficulties. At least five factors related to growing up in 
poverty influence student performance in school (Kauchak & Eggen, 2012): 


1. Fulfillment of basic needs, including sufficient nutrition and medical care 


2. Family stability, including marital stability, and parent frustration related to economic 
struggle 


3. School-related experiences, including exposure to educational experiences (e.g., visits 
to museums, libraries) or educational activities (e.g., computer classes, dance lessons) 
outside of school 


4. Interaction patterns in the home, including the use of less elaborate language, and the 
tendency to “tell” rather than to “explain” 


5. Parental attitudes and values, including the value placed on getting a good education and 
reading in the home 


Students who are at risk in school are placed in general education classrooms and are the re- 
sponsibility of general education teachers. Effective practices that are designed to address the 
needs of all students in inclusive classrooms will often work with these students as well. For 
example, these practices may improve academic achievement levels, and ensure that many of 
these students achieve at levels that are similar to classroom peers (Torgesen, 2009). 


Students from Diverse Cultural and Linguistic Backgrounds 

Another major component of diversity in general education classrooms relates to students 
from culturally and linguistically diverse backgrounds. These students often come from 
backgrounds that are different from that of their teachers, who most often are European 
American. In 2008-2009 (National Center for Education Statistics, 2009), approximately 
45% of all school-aged students in public schools in the United States were from non-European 
American backgrounds. This includes 21.5% of students who are of Hispanic or Latino origin, 
and 17.0% who are African American. Further adding to the diversity in classrooms across 
the United States is the range of languages that are spoken. The U.S. Census Bureau (2008) 
reported that in 2007, a language other than English was spoken in 20.5% of all homes. 

Key considerations for teachers (Ross, Kamman, & Coady, 2011) in meeting the needs 
of individuals from diverse language and cultural backgrounds include (1) understanding 
the students’ cultural and linguistic backgrounds and (2) learning to adapt teaching based 
on this information to ensure positive student outcomes. 


Students Who Are Gifted and Talented 

Children who are identified as gifted or talented are those who learn academic content in 
one or more areas much more rapidly than most other students, or have high levels of perfor- 
mance ability in visual or performing arts, creativity, or leadership. In some states, students 
who are identified as gifted or talented must meet a cutoff for IQ and/or achievement (e.g., 
an IQ cutoff of 130 or higher) that is significantly higher than average performance by peers 
(Rosenberg, Westling, @ McLeskey, 2011). 

Gifted and talented is not a category of disability, and thus is not addressed in IDEA 2004. 
Identification criteria and funding for programs for these students are typically addressed in 
state law. The level of support for gifted and talented programs across the United States varies 
widely. Many general education classrooms have students who achieve at a level that is much 
higher than most other peers in the class. Some of these students are assigned to separate 
classes (e.g., advanced mathematics) for part of the school day. Further, many schools have 
teachers who provide support for gifted and talented students in general education classrooms. 


Concepts That Support Inclusive Practices 


Two critical concepts provide the foundation on which inclusive practices are built. These 
concepts are normalization and the least restrictive environment. 
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| Biklen (1985) describes one of Bengt Nirje’s favorite illustrations of the principle of normaliza- 
tion. While Nirje was president of the Swedish Association for Retarded Children, he asked 

| a group of adults with intellectual disabilities what requests they would make to change 
national policies that affect their lives. These individuals did not ask to be given special 
privileges (e.g., preference for housing during housing shortages that all Swedes faced at 
the time). Presumably, they already received enough treatment that they viewed as “spe- 
cial.” Rather, they said that they wanted to go on outings (e.g., shopping) in groups of two or 
three rather than in large groups. Further, they did not want to go to camps for persons with 
intellectual disabilities, but rather wanted to vacation like everyone else, in vacation resorts in 
Europe. In short, persons with intellectual disabilities wanted to be treated like everyone else, 
and have the same opportunities as others, and did not want to receive special activities or 
privileges because of their disability. This is the crux of the principle of normalization. 


Normalization 


The concept of normalization originated in Scandinavia and was initially used to address 
individuals with intellectual disabilities. This concept has since been applied to all people 
with disabilities. Bengt Nirje defined normalization as making available to all persons with 
intellectual disabilities “patterns of life and conditions of everyday living, which are as close 
as possible to the regular circumstances and ways of life of society” (p. 6, cited in Biklen, 
1985). This suggests that persons with disabilities should have the opportunity to live their 
lives as independently as possible, making their own life decisions regarding work, leisure, 
housing, and so forth. See Figure 1.1 for an example of this principle. 

This concept sharply contrasts perspectives on people with disabilities that were previ- 
ously held by many educators, and continue to be held by much of the general public. For 
example, people with intellectual disabilities were long held to be “eternal children” who 
needed to be protected and could not live independently or make their own life decisions. 
In contrast, the concept of normalization suggests that people with disabilities should be 
self-determined, making their own life decisions, and accorded the dignity of risk, rather 
than protection, in making decisions about their lives as they grow older, similar to other in- 
dividuals. Furthermore, a goal of schooling for people with disabilities should be to provide 
them with the knowledge and skills needed to lead as typical a life as possible and to live as 
independently as possible, with a job, a place to live in the community, and leisure activities 
that result in a full, enjoyable, productive life. In short, persons with disabilities should be 
provided opportunities similar to those that 
are desired by everyone—to be treated with 
respect, to be independent, and to be given 
the opportunity to make their own decisions. 

Cathy Dofka, Director of Special Educa- 
tion in Hernando County, Florida, emphasiz- 
es the importance of this perspective, when 
she states, “Students with disabilities have 
been too isolated in separate classes, where 
they only see other students with disabilities. 
They don’t learn to get along with other peo- 
ple in these settings. You don’t have (a spe- 
cial education) Wal-Mart or Publix. Students 
with disabilities need to learn to get along in 
a community with everyone else.” 

The wide acceptance of the concept of 
normalization has led to increased expecta- 
tions for life outcomes and increased value for 


Inclusion is intended to provide students with disabilities a school experience that the lives of people with disabilities. Coupled 


is as typical as possible. 


with these changes, disability rights advocates 
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| People-First Language 


People-first language emphasizes that persons with disabilities are just that: people who 
happen to have an intellectual, sensory, physical, or emotional disability. Language should 
be used that is respectful of people with disabilities. For example, language should not be 
used to express pity for persons with disabilities, nor should words that are used to de- 
scribe people with disabilities be used in negative ways. For example, “He’s a retard.” Some 
terms have taken on such a negative connotation that they are no longer used to describe 
people with disabilities (e¢.g., retarded or handicapped, suggesting a person begging with 
“cap in hand”). A law that was passed in 2010 by the U.S. Congress that eliminates the 
use of the term mental retardation in federal laws, and replaces this term with intellectual 
disability illustrates this. Language describing a disability should be used only when it is 
necessary to communicate clearly with others. It often isn’t necessary to point out that a 
person has a disability. Suggestions for using respectful, people-first language include: 


People-First Language Inappropriate Language 
Disability Handicap 
Intellectual disability Retarded or mental retardation 
John has an intellectual disability. John is retarded. 
Nancy uses a wheelchair. Nancy is wheel-chair bound. 
(Or: Nancy is confined to a wheel-chair.) 
Dane has cerebral palsy. Dane suffers from cerebral palsy. 
Karson has Down syndrome. She’s Down’s. 


The boy with a learning disability The learning disabled boy 





9 Source: For more information on people-first language, see www.disabilityisnatural.com and www.t-word.org 


have demanded the use of more respectful language when discussing persons with disabili- 
ties, including the use of people-first language. (For more information regarding people-first 
language, see Figure 1.2.) Inclusive practices in schools are built on the assumption that the 
principle of normalization should be applied in school settings; that is, students with dis- 
abilities should have school experiences that are as typical as possible, and student differences 
should be accommodated in as typical a manner as possible. Further, it is assumed that this 
type of school experience is more effective in preparing a person with a disability to live an 
independent, self-determined life as an adult. 


Least Restrictive Environment 


A second concept that provides support for inclusion in federal law is the least 
restrictive environment (LRE) mandate. This mandate was included in the In- 
dividuals with Disabilities Education Improvement Act when the U.S. Con- 
gress initially passed this law in 1975 (the law was then called the Education 
for All Handicapped Children Act). The LRE mandate states, “To the maximum 
extent appropriate, children with disabilities . . . are educated with children 
who are non-disabled; and special classes, separate schooling, or other removal 
of children with disabilities from the regular educational environment occurs 
only if the nature or severity of the disability is such that education in regular 
classes with the use of supplementary aids and services cannot be achieved 
satisfactorily” (PL 108-446, IDEA, 2004, Regulations Part 300, Sec. 300.114). 
Although the term inclusion is not included in federal law, the LRE mandate creates a pre- 
sumption in favor of educating students with disabilities in the general education classroom 
48 (McLeskey, Landers, Williamson, & Hoppey, 2011). The law is interpreted to mean that 
every student with a disability has a right to be educated in a classroom with peers without 
disabilities, if they can succeed in that setting with appropriate supports. Thus, students with 












Pause & Reflect 


Is people-first language important, or 
is It an overreaction to a minor con- 
cern? What language have you heard 
being used in schools to describe 
people with disabilities? In social set- 
tings outside of school? What does 
this language say about our attitudes 
toward people with disabilities? 
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Figure 1.3 MORE RESTRICTIVE, FEWER STUDENTS 





Continuum of 
Educational Services 
for Students with 
Disabilities 






General education placement 
(80% or more of the school day in 
a general education classroom) 


LESS RESTRICTIVE, MORE STUDENTS 


disabilities should be placed in more restrictive settings (i.e., a separate, special education 
class, or separate school) only if they do not succeed in the general education classroom 
with supports and if the separate class can lead to more success than the general education 
placement. 

To ensure that the needs of all students with disabilities are met, IDEA 2004 requires 
provision of a continuum of services for students with disabilities. Figure 1.3 provides a 
description of the continuum of services as it exists in most school systems. As you will note 
in this figure, placement options differ based on the time students with disabilities spend in 
the general education classroom with peers without disabilities. 


General Education Classroom 

Approximately 62% of students with disabilities are provided services in a general educa- 
tion classroom for most of the school day (U.S. Department of Education, 2011). If separate 
special education services are provided, the student is in a separate classroom for no more 
than 20% of the school day. This placement includes students who are in a general educa- 
tion classroom full time, with only consultation services from a special education teacher; 
students who are served in a general education classroom that is co-taught by a general and 
a special education teacher; and students who are provided short-term, intensive instruc- 
tion in particular content areas (e.g., reading, learning strategies) or instructional support 
in specific content areas (e.g., science, social studies) in separate, special education settings. 


Part-Time Special Education Classroom 

These settings are often referred to as resource classes. In these classes, a small number (e.g., 
three to eight) of students with disabilities are provided instruction for short periods of time 
in basic skills (e., reading, writing, mathematics), tutorial support in specific subjects, or 
instruction in the use of learning strategies. Students with disabilities who are in part-time 
special education classes spend from 40 to 79% of the school day in general education class- 
rooms, and the remainder of the day in a special education classroom. A special education 
teacher and/or a paraeducator, under the supervision of a special education teacher, provide 
services in these part-time classes. Approximately 21% of all students with disabilities are 
served in these settings (U.S. Department of Education, 2011). 


Full-Time Special Education Classroom 
Approximately 16% of all students with disabilities are served in full-time special education 
classrooms on local school campuses (U.S. Department of Education, 2011). These students 
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with disabilities spend most of the school day (60% or more) in a classroom with other 
students with similar disabilities. These classrooms typically include a small number of 
students (5 to 10 or more, depending on the severity of the disabilities and the number of 
professionals in the classroom), a special education teacher, and one or more paraeduca- 
tors. Students most often served in these settings include those with intellectual disabilities, 
emotional disturbance, multiple disabilities, deaf-blindness, and autism. 


Hospital, Homebound, Separate Residential 

Schools, and Separate Day Schools 

Students who are educated in these settings attend school full time in a placement other 
than their neighborhood schools. These schools may be separate settings in the local school 
system, or residential schools in another city where students live full time during the school 
year. Separate schools are designed to provide highly specialized instruction and supports 
for students with disabilities and often include students from a single disability category 
(e.g., deaf or hearing impaired, blind or visually impaired, significant intellectual disabili- 
ties, serious emotional disturbance), or a limited number of disability categories. Approxi- 
mately 1.5% of all students with disabilities are served in these settings (U.S. Department of 
Education, 2011). 


What Are Effective Inclusive Programs? 


You will note that none of the service-delivery settings we described are called “inclusive.” 
This is because inclusion is not a place or a setting. As we noted previously, inclusion is a 
philosophy of education, and we define inclusion quite simply as including students with 
disabilities as valued members of the school community. This suggests that students with 
disabilities belong to the school community and are accepted by others; that they actively 
participate in the academic and social community of the school; and that they are given 
supports that offer them the opportunity to succeed. In short, they participate in the school 
community in ways that are much the same as other students. You will remember that this is 
just what Annette and Larry Jeffrey wanted for their daughter Grace in her day-care setting, 
and what most parents want for their children with disabilities. For more about Grace’s first 
year in an inclusive preschool classroom at Gilpin Manor Elementary, see “A View from Her 
Parents and Teacher: Has Inclusion Been Good for Grace?” 


A View from Her Parents and Teacher 
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Has Inclusion Been Good for Grace? 


As you will recollect from the vignette that opened this chapter, during the summer of 2010, Grace Jeffrey's parents, 
Annette and Larry, had a difficult decision to make. Grace became eligible to attend a preschool class in a local elemen- 
tary school. However, Annette and Larry remained apprehensive. For one thing, they were fearful “that not all children 
are as respectful as some, and she might be picked on.” They also found it difficult to watch when their daughter was 
with other students who could walk around, given her inability to actively participate. As they pondered these feelings, 
they realized that they were having difficulty making a decision because they were overprotecting Grace, and that they 
had to overcome these feelings if she was going to be successful in school. After putting off the decision for several 
months, they decided to place Grace in Allison Meyer's inclusive preschool class at Gilpin Manor Elementary in the fall 
of 2010. 

Allison Meyer collaborates with a co-teacher and paraeducator to provide inclusive services for students in her 
preschool classroom of 3- and 4-year-old children. She also works closely with an occupational therapist and a physical 
therapist to provide push-in services (i.e., professionals come into the general education classroom) for Grace and any 
other students who need support in the general education classroom, while occasionally pulling students out of the 
class for specialized services. Grace also receives occasional services from a speech-language pathologist. 

(Continued) 
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The approach the teachers take in Grace's inclusive preschool differs dramatically from her experience in day care. 
The teachers expect Grace to participate in all class activities, and they treat her like every other student whenever 
possible. Her parents have appreciated this respectful and challenging perspective. “| really appreciate that they don’t 
seclude her when activities occur and her disability comes into play. When children are playing on the playground, they 
always find a way to include her. They're there to help her participate.” 

Allison Meyer reports that Grace has flourished during her first year in an inclusive preschool program. “She wants 
to be mobile . . . she wants to do what the other children are doing. She can keep up with them in conversation and 
play, so it motivates her to be more independent, to do more on her own like her peers are.” During the school day, 
Grace spends about half an hour in her wheelchair. For the remainder of the day “she’s either on the floor crawling or 
sitting in a chair with the group during whole-group sessions. There are times when she just tells us no (she doesn't 
want help), and she wants to get herself across the room (by herself)." And she does that successfully. 

According to Ms. Meyer, Grace has developed “fabulous social skills. It was difficult at the beginning of the year 
with her physical restrictions, because it's painful, the therapy she goes through. She gets very shaky.” She went on 
to note that as the year progressed, Grace has gotten more comfortable and has made several friends. “The other kids 
love her. She had a couple that wanted to ‘mommy’ her at first, treating her like a baby. But now she’s their buddy.” 
Her parents concur that Grace has made many friends who have been “a big motivation for her. I've seen her try things 
that she wouldn't have tried before. Being with these other children has really just sparked her interest. It’s given her 
that kind of attitude where she says ‘I can do this!’ She wants to do what the other kids are doing. She tries harder.” 

After one year in an inclusive preschool class, Annette and Larry Jeffrey feel that Grace has made significant prog- 
ress in speech and language. “Her speech has come a long way. She did have speech therapy frequently, but now she 
doesn't need it much. She’s been around the other kids and her communication has improved tremendously—and her 
awareness. Since she’s been here lI’ve noticed a lot more questions and interest in different things.” They go on to say, 
“She loves to interact with the other kids. She really enjoys school!” 

Perhaps the most important change in Grace that her parents have noticed is her level of motivation and confi- 
dence. Being in an inclusive classroom “is a huge motivational factor. She wants to do everything that everybody else is 
doing. It's almost like, at times, she doesn’t realize that she has any limitations. She has those moments when she will 
get frustrated. But my biggest fear was her loss of confidence. (That hasn't happened as) she fully thinks that she can 
do everything the other children can do.” Grace's parents believe that “if she was with other children (with disabilities) 
she would just accept her limitations.” But in her inclusive classroom, she is “motivated to overcome her limitations” 
and continues to grow. 

As Annette and Larry Jeffrey look to the future, they want to continue to have Grace attend Gilpin Manor and 
participate in inclusive settings. As their comments suggest, they want her to be a valued member and active partici- 
pant in the school community, and they want her to receive supports that give her an opportunity to succeed. Such a 
setting will “give her the confidence to face her disability down the road.” Just like any other parents, Annette and Larry 
want Grace to have as typical a childhood as possible, participating in T-ball and swimming alongside her peers. Annette 
notes that the children in her class will be her friends and peers in the future as she grows up. She then concludes, “| 
never saw inclusion when | was growing up, | never went to school with a child with a disability. That was why we were 
initially apprehensive about it. This is a change in society, and | think it's a good change. | think it will benefit children in 
the long run. Those with disabilities and those without will learn to understand and respect each other.” 


SP comers RT OE Te 





Not all educators define inclusion in the same way. It is important to seek clarification 
when discussing inclusion to ensure a clear understanding of the intended meaning of the 
term. For example, much controversy has surrounded the use of the term full inclusion, 
and the perspective taken by some that all students with disabilities should be included in 
general education classes for the entire school day (Fuchs & Fuchs, 1994; McLeskey, 2007; 
McLeskey & Waldron, 2011b). We find that this approach to inclusion is less likely to occur 
in today’s schools, as most parents, teachers, and administrators emphasize that schools 
be both inclusive and effective in meeting student needs, 
and this may require occasional separate class instruction 
that is highly specialized for students with disabilities 
(McLeskey @ Waldron, 201lla). However, there remain 
instances of inclusion that could be characterized as inef- 
fective or irresponsible. To be successful, inclusion takes 
careful planning involving teachers, administrators, and 
parents. Irresponsible and ineffective inclusion occurs 
when students with disabilities are moved (often quickly) 


Pause & Reflect 











Does it surprise you that Annette and Larry Jeffrey want the 
same things from school for Grace that all parents want? 
Do you think that persons with disabilities want the same 
things from life that everyone else wants? What does this 
say about the importance of inclusive programs in schools? 
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into general education classrooms with limited planning and little support for general edu- 
cation teachers (e.g., Dymond & Russell, 2004). This results in poor outcomes for many 
students with and without disabilities, and much frustration on the part of their teachers. 


When we discuss inclusive programs or classrooms in this text, we refer to well- 


designed, effective inclusive programs. We thus make the following assumptions regarding 
these programs: 


i 


Ls 


All students with disabilities are part of the academic and social community of the 
school. They are valued members of the school, and participate in the school commu- 
nity in much the same way as all other students. 


. Most students with disabilities are educated for most of the school day in general 


education classrooms, but specialized, highly effective instruction is provided in sepa- 
rate settings as needed to improve student outcomes. 


Student academic and social progress is monitored to ensure the effectiveness of 
instruction and improved student outcomes. Educational materials, instruction, and/or 
placement are changed as needed to improve student outcomes. 


Resources, including both personnel and materials, are available to provide appropriate 
supports for students in general education classrooms or separate settings. 


Time is available to allow general and special education teachers and other professionals 
to collaboratively plan the delivery of services and their instructional roles. This time is 
available to plan the inclusive program before it begins, as well as to conduct ongoing 
planning once the program is implemented. 


Teachers are provided high-quality professional development to learn new skills needed 
to provide students with appropriate services. 


Teachers adapt the general education curriculum to meet the needs of all students. This 
may include providing supports to ensure access to the general education curriculum 
or providing alternative curriculum for some students with highly specialized needs. 


Teachers plan instruction so that most student needs are met as a natural part of the 
school day. 


Teachers provide classroom supports in a manner that is natural and unobtrusive. 
These supports are used with a range of students, not just those with disabilities, and 
serve to make student differences a natural part of the school day. 


The rhythm of the school day for students with disabilities is similar to the rhythm of the 
day for all students. The schedules of students with disabilities are similar to those of other 
students, and their school day is not readily identifiable because they have a disability. 


Inclusive Programs: Research 
on Effectiveness 


Much controversy has surrounded research on the 
effectiveness of inclusive programs (Fuchs & Fuchs, 1994; 
Kavale & Forness, 2000; McLeskey, 2007; McLeskey & 
Waldron, 2011b). This controversy largely relates to how 
effectiveness is defined. Some have argued that research- 
ers, educators, and policy makers have placed too much 
emphasis on providing students with disabilities access 
to general education classrooms in neighborhood schools 
and too little emphasis on improving student outcomes 
(McLeskey & Waldron, 20lla). These criticisms have 
taken on added importance with the passage of the No 
Child Left Behind (NCLB) Act (2001), which mandates 
that schools must be held accountable for educational out- 
comes for all students, including those with disabilities. 


va 
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Most of the needs of students with disabilities should be met as a 
natural part of the school day. 
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With the passage of the NCLB Act, local schools must provide access to the general edu- 
cation classroom for students with disabilities and also ensure improved student outcomes. 
As we're sure you would speculate based on the previous information in this chapter, as 
well as any previous experience you've had with inclusion, it is not a simple task to develop 
an effective, inclusive program. However, research evidence supports the effectiveness of 
well-designed inclusive programs (¢.g., Cole, Waldron, & Madj, 2004; Salend & Garrick 
Duhaney, 2007). These programs allow students with disabilities to benefit from access to 
the general education curriculum, as well as to have intensive, focused instruction in critical 
skill areas (i.e., reading, writing, mathematics) as needed. They also provide a context for 
developing social skills, making friends, and so forth, that serve to prepare all students, in- 
cluding those with disabilities, for a successful, independent life beyond their school years. 
Key findings from research regarding the academic and social benefits of inclusive programs 
are included in Figure 1.4. 

As Figure 1.4 reveals, many students with disabilities benefit from well-designed in- 
clusive programs in a range of ways. However, three caveats should be noted regarding this 
research. First, several studies have revealed that students with disabilities do not make 
improved academic progress when inclusive programs are not well designed (e.g., Pivik, 
McComas, & Laflamme, 2002). In fact, these investigations reveal that poorly designed 
(or irresponsible) inclusive programs may have negative effects on academic outcomes for 
students with disabilities as well as their peers without disabilities. 

A second caveat relates to the fact that no matter how well an inclusive program is 
designed, most research has revealed that some students with disabilities do not make as 
much academic progress as we’d like them to make (Lindsay, 2007; McLeskey & Waldron, 
2011b). To improve outcomes of inclusive programs, some researchers have studied the 
use of well-designed, intensive, small-group instruction to support inclusive program 
placements (Fuchs, Fuchs, Craddock, et al., 2008; Rashotte, MacPhee, & Torgesen, 2001; 
Torgesen, 2009; Vellutino, Scanlon, Small, & Fanuele, 2006). Several of these programs 


Research on Academic and Social Outcomes for 
Students in Inclusive Placements 


Students with disabilities do at least as well, and often better, on academics in 
inclusive programs than when they are educated in resource or self-contained class- 
rooms (Cole, Waldron, & Madj, 2004; Freeman & Alkin, 2000; Rea, McLaughlin, & 
Walther-Thomas, 2002; Ryndak, Morrison & Sommerstein, 1999; Salend & Garrick 
Duhaney, 2007; Waldron & McLeskey, 1998; Waldron, McLeskey, & Pacchiano, 1999). 
Students with disabilities in inclusive programs benefit from improved work habits, 
increased self-confidence, increased willingness to take risks, and more on-task 

or attentive behavior (Dore, Dion, Wagner, & Brunet, 2002; Foreman, Arthur-Kelly, 
Pascoe, & King, 2004; Waldron, McLeskey, & Pacchiano, 1999). 

Students without disabilities do at least as well, and often better, academically when 
educated in a well-designed inclusive classroom (Cole, Waldron, & Madj, 2004; 
Salend & Garrick Duhaney, 2007). 

Given appropriate supports, inclusive placements have been shown to improve 
self-esteem, increase interactions with other students, improve social competence, 
develop richer and more long-lasting friendships, and improve social status of 
students with disabilities (Boutot & Bryant, 2005; Freeman & Alkin, 2000; Salend & 
Garrick Duhaney, 1999; 2007). 

Students without disabilities benefit socially from inclusion through increased per- 
sonal growth, appreciation and acceptance of other children, feelings of accomplish- 
ment as they provide assistance to others, development of friendships with students 
with mild and significant disabilities, and improved understanding of disability- 
related issues (Boutot & Bryant, 2005; Burstein, Sears, Wilcoxen, Cabello, & Spagna, 
2004; Carter & Hughes, 2006; Gun Han & Chadsey, 2004; Idol, 2006; Lee, Yoo, & Bak, 
2003; Peck, Staub, Galucci, & Schwartz, 2004; Salend & Duhaney, 1999). 
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have resulted in improved student achievement outcomes. This instruction occurs for brief 
periods of time, includes small groups of students (e.g., two to five students) who have simi- 
lar academic needs, focuses on the development of certain academic skills (¢.g., phonemic 
awareness), and includes frequent assessment of student progress to ensure the effectiveness 
of the intervention (McLeskey & Waldron, 201 1a). 

Finally, research has revealed that simply placing students with disabilities in general 
education classrooms does not improve their social skills or social status (Carter, Sisco, Brown, 
Brickham, Al-Khabbaz, @ MacLean, 2008). It is often necessary for teachers in inclusive 
classrooms to provide instruction and support to ensure that 
social interactions for these students are successful and beneficial. 
If this does not occur, placement of some students with disabili- 
ties in general education classrooms can result in limited social 
interactions (Rotheram-Fuller, Kasari, Chamberlain, & Locke, 
2010) and may produce negative outcomes such as social isola- 
tion and negative interactions with peers that are characterized 
by teasing, negative comments, staring, and isolation (Meadan & 
Monda-Amaya, 2008; Pivik, McComas, & Laflamme, 2002). 


achievement levels? 


Teaching in an Inclusive School 


Your Role as a Teacher 


Similar to Allison Meyer at Gilpin Manor Elementary, if you work as a general education 
teacher in a well-developed inclusive school, you will very likely teach in an inclusive 
classroom with a range of students with disabilities and other students from diverse back- 
grounds (e.g., different language and cultural backgrounds) for much or all of the school 
day. Moreover, in any school, you will likely spend at least part of the day teaching in an 
inclusive setting. Let’s look at the data for a moment to put this in perspective. In an aver- 
age school with 1,000 students, about 112 students will be identified with disabilities (U.S. 
Department of Education, 2011). About 101 of these students will have mild disabilities 
(e.g., learning disabilities, speech and language impairments, and other health impairments 
such as ADHD), and about 11 will have significant disabilities (e.g., significant intellectual 
disability, multiple disability). 

These data suggest that if you are a general education teacher, it is very likely that you 
will have one or more students with mild disabilities in your classroom each year. In addi- 
tion, over a number of years, you will likely have a student with a significant disability in 
your class. Successfully meeting the needs of students with disabilities presents a range of 
challenges and requires that school professionals work collaboratively to meet these needs. 
In the following section, we look at different professionals within schools and see how they 
can contribute to successful inclusion as they work collaboratively with other professionals. 


General Education Teachers 

Whether an elementary or secondary educator, the general education teacher is expected to 
have knowledge of the curriculum content students are to learn and to design instruction 
with an expectation that all students will be successful learners. The practice of including 
students with disabilities in general education classrooms and having them participate in 
the general curriculum places the general education teacher in a critical role. To ensure 
that all students succeed, the general education teacher often works closely with the special 
education teacher and other professionals to develop accommodations and supports for 
students with special needs. 

Although the special education teacher continues to play a central role as students with 
disabilities are included in general education classrooms, the general education teacher 
shares responsibility for providing instruction to these students. An important ingredient for 
the general education teacher to succeed in this role is an open mind and a willingness to 


Pause & Reflect 


Why do you think students with dis- 
abilities often do better academically 
in general education classrooms? 
What is it about general education 
classes that often lead to higher 
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collaborate. The general education teacher not only needs to help students with disabilities 
feel that they belong in an inclusive classroom but he also needs to be a catalyst for accep- 
tance of these students among their classmates. 


Special Education Teachers 

When working with students with special needs in general education classrooms, special 
educators may provide direct support to students by working with the general education 
teacher as a co-teacher. When working as co-teachers, the general and special education 
teachers plan instruction collaboratively, and their roles in the classroom are often indistin- 
guishable to students because both teach all of the students at different times. 

Special education teachers may also provide indirect support by observing in the class- 
room and working with the general education teacher as a consultant to plan instruction 
and related supports for students with special needs. This may include collaborative super- 
vision with a general educator of a paraeducator who works in the general education class- 
room to support students with special needs. 


Related Services Professionals 

Related services are special supports required by federal law for students in special education 
that are necessary to help the students benefit from other school services. For example, if 
a student needs physical therapy to participate in learning activities, then physical therapy 
must be provided. The result of this legal requirement is that public schools employ many 
professionals besides general education or special education teachers to serve students with 
special needs. 

According to data from the U.S. Department of Education (2011), U.S. public schools 
employ approximately 30,800 school psychologists, over 18,000 social workers, about 
60,600 speech-language pathologists, more than 7,900 physical therapists, and over 18,000 
occupational therapists to work with students with disabilities. Additionally, educational 
administrators, counselors, rehabilitation specialists, and school psychologists play signifi- 
cant roles in the education of students with special needs. We can’t fully describe all of these 
professionals, but Table 1.2 lists and briefly describes the roles of some who often work with 
students with special needs. 

In many schools where students with special needs are included in general education 
classrooms, related services professionals work closely with general education teachers 
to support these students. They do this in several ways. For example, a speech—language 
pathologist might help the student work on communication skills that allow more participa- 
tion in class activities; a physical therapist might help design the layout of a classroom so 
it will be accessible to students with physical disabilities. Similarly, a school psychologist 
might provide collaborative support to develop a behavior intervention plan to improve a 
student's challenging behavior. 


Paraeducators 

Teacher assistants, often referred to as paraeducators, 
paraprofessionals, educational assistants, or teacher aides, 
also play a major role in the education of students with 
special needs in general education classrooms (Giangreco, 
Suter, @ Doyle, 2010). Paraeducators perform a range 
of instructional and noninstructional activities under 
the supervision of the special and general education 
teachers. These activities may include tutoring a student 
after a teacher provides primary instruction, preparing 
instructional materials and games, reading a story to 
students, and a range of other activities (Correa, Jones, 
Thomas, & Morsink, 2005). When paraeducators are as- 


Paraeducators often provide support to students with disabilities in signed to work with students with disabilities included 


general education classrooms. 


in general education classrooms, they are in a position 
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Table 1.2 Other Professionals Who Work with Students with Disabilities 


9 Professional 
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School psychologists The primary roles of the school psychologist are to conduct 
assessments used to identify students with disabilities, and 
work with teachers and other professionals to plan academic 
and behavioral interventions. 


Physical and occu- The PT evaluates, plans, and develops interventions to im- 
pational therapists prove posture and balance; to prevent bodily misformations; 
(PTs and OTs) and to improve walking ability and other gross-motor skills. 


The PT works primarily with students who have significant 
disabilities. The OT has knowledge and skills similar to the 
PT, but has an orientation toward purposeful activities or 
tasks such as the use of fine-motor skills related to daily 
living activities. 


Speech-language The SLP evaluates a student’s speech and language skills 

pathologists (SLPs) and develops appropriate goals in this area if necessary. 
SLPs also may work with students with more significant 
disabilities to develop alternate or augmentative communi- 
cation systems. 


Social workers Social workers address many issues that occur outside of 
the school related to families. They often make home visits 
to help resolve conflicts or improve parent-child interactions, 
and also may arrange for support from community service 


agencies. 
School guidance Guidance counselors provide support for students in the 
counselors areas of academic achievement, personal/social adjustment, 


and career development. 


Art, music, and rec- These professionals use their particular specialties to help 
reational therapists improve students’ functioning in several areas, Such as 
communication or social skills. 
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to have a very positive influence, as they help students to learn successfully and adapt to an 


inclusive setting. 


Teacher Attitudes toward Inclusion 


One of the most important issues in determining whether an inclusive program will be 
effective and sustained over time is support for the program by teachers who are involved in 
implementing inclusive practices in their classrooms. Working in an inclusive setting can be 
challenging for a teacher, but many teachers find this work very rewarding. 


& 
§ 


Consider the perspective of Vicki Eng, a seventh-grade special education teacher at 


West Hernando Middle School. 


Teaching in an inclusive classroom can be frustrating at times, but it’s not what's best for 
me, it’s what’s best for the child. I can make a difference in their lives during the 7 1/2 hours 
a day they’re in school. And that’s what I tell myself; that’s what keeps me going. And you 
know what, we make progress, and it’s exciting to make progress, and to know that you've 
helped somebody by including them and helping them learn. And inclusion is more like real 
life. You’re going to meet people with all types of abilities and disabilities, no matter where 
you are. That’s what we’re preparing them for. We're not just teaching them academics; we're 
preparing them for life. 
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Are you surprised that teachers are generally supportive 
of the concept of inclusion? As you review the questions 
teachers ask about inclusion in Figure 1.5, do these 
questions seem reasonable and appropriate? What other 
questions do you think teachers may ask about inclusion? 


Pause & Reflect 


Chapter 1 


Questions Teachers Ask Regarding Inclusive Programs 


. Do students with disabilities benefit from inclusion? 

. Do students without disabilities benefit from inclusion? 

. Do students with disabilities have a negative effect on the classroom environment, 
especially related to disruptive behavior? 

. Do teachers have enough time to effectively teach all students? 

. Do teachers have sufficient knowledge and skills to address the needs of all 
students? 

. Is sufficient professional development available to ensure teachers are well 
prepared for inclusive classrooms? 

. Do teachers have sufficient instructional materials? 

. Do teachers have sufficient personnel support in the classroom? 

. Do teachers have consultative support for highly specialized student needs from a 
team of professionals? 

. Do teachers have sufficient time to collaborate with other professionals? 





Sources: Carter & Hughes, 2006; McLeskey, Waldron, So, Swanson, & Loveland, 2001; Scruggs & Mastropieni, 1996; 
Waldron, 2007; Werts, Wolery, Snyder, & Caldwell, 1996. 


In the well-developed inclusive schools that we described previously, most teachers are 
strongly supportive of inclusive programs. But how did they get to this point? What were their 
concerns as they began discussing the development of inclusive programs? When such major 
changes occur, teachers are often anxious about these changes, and have many questions that 
need to be answered. This area has been extensively researched, providing insight into the 
nature of teacher attitudes toward inclusion and factors that influence these attitudes. 

Although some have contended that teachers are not supportive of inclusion, most re- 
search has not supported this perspective, instead indicating that most teachers support the 
concept of inclusion and find it a desirable practice (Scruggs @ Mastropieri, 1996; Waldron, 
2007). However, although most teachers tend to support the concept of inclusion, many 
have concerns regarding how these programs are implemented. These concerns do not relate 
to social prejudice or negative attitudes toward students with disabilities, but rather are 
related to whether general education teachers could make inclusion work in their classrooms 
and to concerns regarding the substantial changes necessary to make these efforts succeed 
(Waldron, 2007). These concerns must be addressed if inclusive programs are to succeed 
and be sustainable. The primary questions teachers express regarding inclusive programs are 
included in Figure 1.5. 

As you can see from reviewing the questions teachers have regarding inclusion, all of 
the concerns that are raised are justified and reflect teacher concerns regarding whether 
they will be effective in an inclusive classroom. Indeed, these are questions any responsible 
teacher should ask when major changes are occurring in classroom practices (Waldron, 
2007). For example, teacher concerns regarding whether they are well prepared for teaching 
students with disabilities and have the resources and support to ensure that the inclusive 
program succeeds are basic questions that must be addressed when any change occurs in 
classroom practice. Similarly, when teachers express concern regarding the need for support 
in addressing highly specialized student needs, it is reasonable to assume that professionals 
with this knowledge will be available to provide support to the teacher. Indeed, given the 
diversity of the needs of students with disabilities, it is not 
possible for any single teacher to have all the knowledge 
and skills that are needed to meet every student’s needs. 

As this research suggests, teachers’ attitudes toward 
inclusion provide insight into issues that arise when in- 
clusive programs are developed. When inclusive programs 
are poorly designed, as has been the case in some settings 
(e.g., Fox & Ysseldyke, 1997), teachers express justifiable 
concerns regarding these programs, and raise questions 
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about whether students benefit from such programs. However, when these programs are 
well developed, teachers tend to be very supportive of having students with disabilities in 
general education classrooms. 


Being a Good Teacher of All Students 


There is no doubt that the success of inclusion for students with special needs rests largely 
on the collaborative efforts of general education and special education teachers. We can state 
it no more simply than to say that without teachers of high quality who are committed to 
teaching all students, inclusion will not succeed. 

So what does it take to be a good teacher for all students? What personal qualities are 
important? What areas of knowledge and sets of skills must teachers learn? The follow- 
ing attributes and characteristics are necessary for teachers who wish to be effective for all 
their students. 


Appropriate Dispositions 

The most effective teachers have a disposition that values human differences and recognizes 
the importance of being a good teacher for all students. Teacher dispositions are just as 
important as having appropriate content knowledge and pedagogical skills. If you plan to be 
a professional educator, it is critically important that you accept the responsibility to teach 
all students regardless of their different challenges or special needs. 

Having an appropriate disposition means having an outlook that maintains that all stu- 
dents are important and should be valued as members of the learning community. Without 
such a disposition, the quality of a teacher is likely to be diminished. Effective, inclusive 
schools, such as those we described at the beginning of this chapter, have a philosophy that 
supports teachers who have these types of dispositions. 


Positive Teacher Qualities 


It is important that teachers reflect on their own qualities to see how those qualities might 
influence their teaching. Here we examine some critical characteristics that are necessary for 
an effective teacher. These qualities are important for teaching all students, but are especially 
important for teaching students with disabilities in inclusive settings. 

Caring, fairness, and respect are not just good qualities for teachers to have; they are 
essential. A teacher who cares about her students is more likely to have a positive impact 
because most students will be more responsive to a caring teacher (Gay, 2010). Fairness 
and respect are also important qualities for teachers. Fairness means that teachers provide, 
without bias, the instruction and support that individual students need. This doesn’t mean 
providing every student the same instruction; rather, it means providing each student with 
the instruction that particular child needs. Respect means that a teacher interacts with stu- 
dents in ways that acknowledge their humanity and strengths. Stronge (2002) reports that 
students feel most strongly about the following: 


¢ They expect teachers to treat them as people. 

¢ They view effective teachers as those who do not ridicule students or allow them to be 
embarrassed in front of their peers. 

¢ They believe effective teachers are fair with regard to gender and ethnicity. 

* They see teachers who are consistent and allow students to have input into the classroom 
as fair and respectful. 

* They believe effective teachers offer all students opportunities to participate and to 
succeed. 


Students’ interest in what is being taught is affected by the teacher's interest. Teachers 
who are excited about what they are doing tend to increase the excitement and interest of 
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their students (Stronge, 2002). If you are enthusiastic about teaching, you will likely also 
be motivated to be an effective teacher. Your enthusiasm and motivation can sustain you 
through challenging times and improve your students’ motivation and interest in what is 
being taught. 

Effective teachers are highly interested and invested in their students’ learning as well 
as their own learning. They constantly search for better ways to teach and more effective 
ways to support the learning of their students. They collaborate with other professionals, 
share and receive ideas, and improve their practice by actively seeking and participating in 
opportunities to learn new teaching strategies. Effective teachers also continue to increase 
their expectations for student success, and provide students with high-quality instruction 
to meet these expectations. 

Finally, a critically important quality of effective teachers is “personal teaching efficacy,” 
or how teachers view their potential for success. This quality suggests that a teacher can 
have a positive impact on students, regardless of the nature or degree of the students’ needs. 
Teachers with high levels of personal teaching efficacy believe that they can positively influ- 
ence student achievement and motivation. These beliefs correlate positively with student 
achievement and with a teacher’s willingness to learn to use innovative strategies to be a 
more effective teacher (Bruce, Esmonde, Ross, Dookie, & Beatty, 2010; Carlson, Lee, @ 
Schroll, 2004). Think for a moment about the importance of these qualities when a teacher 
searches for ways to successfully include Grace Jeffrey on the school playground, espe- 
cially when “her disability comes into play” and her wheelchair can become a hindrance to 
participation. 


Using Evidence-Based Teaching Approaches 

Although we cannot underestimate the importance of appropriate dispositions and positive 
qualities for teachers, this is not enough to be a highly effective teacher. Successful teachers 
use the most effective teaching strategies. This is especially true when students have learn- 
ing difficulties or special needs. 

To be highly effective, teachers must seek and use strategies that have been proven 
effective, including evidence-based instructional approaches, whenever possible. Evidence- 
based practices are those that are supported by scientific research and have been shown to 
demonstrate a high degree of success in terms of student learning outcomes. It is important 
to note that although some strategies are much more effective than others, no strategy works 
for all students all the time. Thus, coupled with the use of effective, evidence-based instruc- 
tional practices, highly effective teachers monitor the progress their students are making, 
to make sure that instructional strategies are effective and meet the needs of each student. 
In short, to be a successful teacher, it is important to learn about the most effective ways to 
teach your students, while monitoring student learning to ensure that instructional strate- 
gies are effective. 


Differentiated Instruction: Making Instruction 

Work for All Students 

Inclusive schools and classrooms work because teachers create instructional settings 
in which the needs of all students can be met. A term that is widely used and that 
provides a perspective on assuring that this occurs is differentiated instruction, which 
has been defined as “shaking up what goes on in the classroom so that students have 
multiple options for taking in information, making sense of ideas, and expressing what 
they learn” (Tomlinson, 2001, p. lL). Ina general sense, all of the methods we discuss in 
this text relate to differentiated instruction. These are methods that result in significant 
benefits for all students, but especially those with special needs. For a perspective on 
how students with disabilities (and others) benefit from these supports as they are edu- 


cated in inclusive settings, see the following comments from teachers at West Hernando 
Middle School. 


@ 
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How Students Benefit from Being Taught in Inclusive Settings 
We interviewed several teachers and staff at West Hernando Middle School regarding how 
ys students benefit from inclusion. Here’s what they had to say. 

The school counselor, Susan Dean, said, “All students benefit from inclusion. Students 
who have difficulty with academics have the opportunity to work with their same-age peers, 
and they are challenged more to be the best that they can be.” Vicki Eng, a seventh-grade 
special education teacher, added, “Inclusion teaches all students tolerance and sensitivity. 
They learn that everybody has something they’re good at, and some things they’re not so 
good at. Everybody has strengths and weaknesses. And we try to help them recognize what 
their strengths and weaknesses are.” Susan Dean continued by stating, “Including students 
with more significant disabilities benefits all students even more. The general education 
students who volunteer in our peer program, for example, gain by learning about these 
students, knowing these students, understanding these students. They gain as much as 
the students with disabilities.” 

Several teachers noted benefits of placement in general education classrooms that would 
not occur if students with disabilities were educated in a separate setting. For example, a 
sixth-grade teacher, Lisa Grover, stated that inclusion helps “kids realize that everyone is 
different. When they are all in general education classrooms, they tend not to make fun of 
one another. Kids can be very cruel to one another. When the kids with disabilities are sepa- 
rated, that’s when the kids tend to pick on them. When they’re included in their classrooms, 
you see those kids trying to help them out a lot.” 

Several teachers noted that the quality of the instruction in the general education class- 
room is often better. For example, behavior specialist Eileen Walls stated, “Even the best 
special education teacher can never reproduce the richness of what happens in [the general 
education] classroom in terms of class discussion and student interaction, the stuff that 
naturally occurs. You have more teachable moments that occur in a class discussion in a 
regular class, when the kid finally gets it.” 

9 Finally, everyone we talked with mentioned the importance of being in a class with mod- 
els for good academic and social behavior. For example, many teachers at West Hernando 
Middle School noted the importance of providing students with the opportunity to model 
appropriate strategies to gain knowledge and improve outcomes. Eileen Walls eloquently 
illustrated this point, as she said, 


When you take a group of kids and put them with others with similar types of problems, they 
think that’s what normal is. Kids with disabilities in separate settings learn from other kids in 
that setting. Take a kid who’s not a desk thrower and put him in a class with desk throwers, 
he’s going to become a desk thrower. When that’s the only thing you know in the separate 
environment, you don’t have a chance to practice more appropriate behaviors to behave or 
learn, or know more appropriate behaviors. You develop a self-fulfilling prophecy that is so 
destructive in preventing kids from reaching their potential. That’s a very strong casualty of 
separate classes, and an argument for more inclusion. 


This chapter addressed the following topics: 
Inclusion is for all students 


* Inclusion is for all students with disabilities, including those in all 13 categories of 
disability in IDEA 2004, ranging from mild-to-moderate disabilities, such as learning 
disabilities and speech and language impairments, to significant disabilities, such as deaf- 

& blindness and multiple disabilities. Some categories include students with disabilities that 
| range from mild-to-moderate to significant disabilities, including intellectual disabilities 
and autism. 
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Other students may need accommodations or supports in a general education class- 
room, including students who are at risk for difficulties in school related to growing 
up in high poverty backgrounds, and students from culturally and linguistically diverse 
backgrounds. 

Students who are gifted or talented may achieve at a level that is much higher than most 
of their peers and may need accommodations in the general education classroom. 


Concepts that support inclusive practices 


The key concept underlying inclusion in federal law is the least restrictive environment 
(LRE), which requires that all students be educated with typical peers to the maximum 
extent appropriate. 
Normalization is a concept that has influenced inclusion. This concept suggests that all 
persons with disabilities should have the opportunity to live their lives in as typical a 
manner as possible. 


What are effective inclusive programs? 


e 


Not all educators define inclusion the same way. Some educators have developed pro- 
grams that were called “inclusive” that did not meet student needs. 

Effective inclusive programs are designed to ensure that all students with disabilities are 
part of the academic and social community of the school. 

Effective inclusive schools are designed to ensure that teachers receive needed support 
and all students benefit. 

Research reveals that the academic outcomes for students with disabilities are at least as 
good, and sometimes better, in well-designed, effective, inclusive settings. 

Simply placing a student in an inclusive setting does not improve social outcomes. 
Teacher instruction and support are needed to improve social outcomes. 

Students without disabilities often benefit socially from inclusive placements, and do at 
least as well, and often better, academically in well-designed inclusive classrooms. 


Teaching in an inclusive school 


Most general education teachers will have one or more students with disabilities included 
in their classes. 

General education teachers share responsibility with special education teachers for 
educating students with disabilities in their classes. 

Special education teachers are responsible for providing intensive, specialized instruc- 
tion to students with disabilities to improve performance in basic skill areas. 

Related services professionals (e.g., school psychologists, speech-language pathologists, 
physical therapists) are available to provide support to students with disabilities who are 
educated in inclusive settings. 

Paraeducators often work with students with disabilities and general education teachers 
in inclusive settings. 

Most general education teachers support the concept of inclusion but have concerns 
regarding how these programs are implemented. 

Concerns of general education teachers relate to the need for appropriate levels of 
support to meet student needs and to ensure that all students benefit from inclusion. 


Being a good teacher of all students 


Good teachers’ classroom practice reflects qualities such as caring, fairness, respect, 
enthusiasm, motivation, and dedication. 

Good teachers have high expectations regarding their ability to teach all students. 

Good teachers use effective, evidence-based teaching approaches. 


( 
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Addressing Professional Standards 


At the end of each chapter we will include professional standards that are addressed in that 
chapter. These standards are used to design teacher education programs, and are widely viewed 
as necessary for effective teaching. Standards are taken from the Council for Exceptional 
Children (CEC), the largest organization for special education teachers and other profession- 
als in the United States. 

Standards addressed in Chapter | include: 


CEC Standards: (1) foundations, (2) development and characteristics of learners, (3) indi- 
vidual learning differences. 


MyEducationLab 





Go to the topic Inclusive Practices in the MyEducationLab (www.myeducationlab. 
com) for Inclusion, where you can: 
¢ Find learning outcomes for Inclusive Practices, along with the national standards 
that connect to these outcomes. 
* Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 
¢ Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Dispositions learning units. 
¢ Examine challenging situtations and cases presented in the IRIS Center Resources. 
¢ Check your comprehension on the content covered in the chapter with the Study 
Plan. Here you will be able to take a chapter quiz, receive feedback on your 
answers, and then access Review, Practice, and Enrichment activities to enhance 
your understanding of chapter content. 

















KEY TOPICS 


After reading this chapter you will: 


¢ Know how the evolution of inclusive 
education has been shaped by 
social history, civil rights, and parent 
advocacy. 


e Understand how four major 
legislative acts—the Individuals with 
Disabilities Education Improvement 
Act (IDEA 2004), No Child Left 
Behind (NCLB), Section 504 of the 
Rehabilitation Act, and the Americans 
with Disabilities Act (ADA)—serve 
as the legal foundation for special 
education and inclusion. 


Know the elements of multi-tiered 
response-to-intervention frameworks 
and understand how they contribute 
to growth and improvement of 
today’s inclusive education efforts. 


Be able to identify two issues that 
challenge educators and policy 
makers seeking to improve inclusive 
educational programs: adequate 
yearly progress (AYP) for students 
with disabilities and the need for a 
highly qualified workforce. 
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A VIEW FROM A PARENT 


Sarita Celebrates Inclusion 


Sarita could hardly believe her ears. At the family dinner table, her daughter Krista, then a tenth 
grader at Heritage High School, mentioned that for the first time in her life she was enjoying 
school. What were the reasons for Krista’s positive feelings? She had a group of friends and 
was participating in extracurricular activities. Most important, she didn’t feel strange when she 
needed help in her classes. Many of the subject-area classes were co-taught by two teachers, 
and students had easy access to support and assistance within the usual procedures of the class- 
room. Sarita had suspected that things were going well. Krista seemed less depressed and was 
no longer making excuses to avoid going to school. Morning discussion now centered on what 
Krista wanted to wear rather than on why it was essential that she attend school. 

What accounted for Krista’s change in attitude and behavior? Sarita believes it is the inclusive 
education program at Heritage High School. Krista was referred for special education services 
when she was a second grader due to reading and attention problems. She was identified as hav- 
ing a learning disability and was placed in segregated pullout programs for significant portions of 
the school day. Although Krista was “mainstreamed” for many of the nonacademic parts of the 

‘ school day, she didn’t feel part of the school community. She always felt sick and had few friends 
: and limited opportunities to participate in the school’s social activities. 

This changed when Krista entered Heritage. Both Krista and Sarita were impressed with the 
faculty and staff's commitment to providing support in subject-area classes. In some classes 
(e.g., math, biology), support was provided through co-teaching. In others, peer-tutoring struc- 
tures were developed, leading to relationships that benefited Krista academically and socially. 
Sarita was especially impressed with the level of support provided by the administration: A case 
manager monitored Krista’s progress in all her classes and, when necessary, study halls were 
provided to supply intensive one-to-one instruction. The administration was also receptive to new 
ideas and welcomed Sarita’s observations of Krista’s progress and attitude toward school. 

Sarita noticed that inclusion at Heritage provided Krista with a comprehensive and caring 
system of supports. Seeing the difference in her daughter's behaviors and attitude toward school 
has made her a believer in this method of special-education service delivery. “Inclusion is the 
best program for a student with learning difficulties to achieve academically, develop a social life, 
and build self-esteem. A well-developed inclusive model shows that people really care and that 
you are really part of the community.” 
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MyEducationLab 


Visit the MyEducationLab 
for Inclusion to enhance 
your understanding of 
chapter concepts with 

a personalized Study 
Plan. You'll also have the 
opportunity to hone your 
teaching skills through 
video and case-based 
Assignments and 
Activities, building 
Teaching Skills and 
Disposition lessons, 

and IRIS Case Studies. 








Think of an instance when you were part of an activity or 
event but felt that you were functionally excluded from full 
participation. Describe the elements of the situation that 
made you feel uncomfortable or uneasy. Could you have 
been made to feel truly part of the activity? How? 


Pause & Reflect 


Introduction 


The U.S. society's desire for knowledgeable and responsible citizens is reflected in the numer- 
ous laws and public policies that promote education for the nation’s children and youth. For 
example, as early as 1918, every state in the union passed compulsory school attendance 
laws providing, and requiring, a free public education for all children (Yell, Rogers, & Rogers, 
1998). Ironically, these universal attendance laws did not apply to all students. Those with 
disabilities could be, and often were, denied the opportunity to receive their free public 
compulsory education. Until the 1970s, access to school could be withheld if a school district 
claimed it was unable to accommodate a student with special needs—an exclusionary prac- 
tice that was usually upheld in the courts. 

Two cases illustrate the extreme insensitivity of these exclusionary practices (Yell et al., 
1998). In 1919, the Wisconsin Supreme Court allowed the exclusion of a fifth-grade student 
who had a disability that caused speech problems, facial contortions, and drooling. The 
reasons for the exclusion: The school district claimed that the student’s presence nauseated 
teachers and students and impacted discipline and academic progress negatively. Although 
the student was not hearing impaired, the school district recommended that the student 
attend a special day school for students who were deaf. In 1958, the Supreme Court of 
Illinois held that the state’s compulsory attendance laws did not apply to those whose limited 
intelligence precluded the ability to benefit from a good education. This included students 
who were considered “feeble-minded” and “mentally deficient.” The message was clear: Those 
with intellectual disabilities would not benefit from education, so why provide one to them. 

Fortunately, several significant legislative acts, including the landmark PL 94-142, the 
Education for All Handicapped Children Act of 1975 (EAHCA), provide access to a free and 
appropriate public education (FAPE) for all children regardless of their disability status. No 
longer are students denied an education because of their special needs and behavioral char- 
acteristics. The total exclusion of students with disabilities from educational settings was 
stopped by the historic litigation and federal legislation of the 1970s. 

However, access to schooling alone does not automatically result in an appropri- 
ate education. Even though students with disabilities are provided full access to schools, 
practices in some schools actually limit full participation in appropriate academic and social 
activities. Some students with disabilities are functionally excluded, meaning that they occupy 
the same locations as their peers without disabilities, but they do not truly participate in 
the academic and social activities of the school. Moreover, they are not given supports that 
offer an opportunity to thrive and succeed in general education settings (Turnbull, 1993). 
The students with disabilities appear superficially to be part of the general education envi- 
ronment but are never fully integrated into the academic and social fabric of the school 
community. Unfortunately, many of these practices are so institutionalized and subtle that 
well-intentioned educators fail to notice when they occur. Consider how the following 
examples of placement in the general education environment do not allow for truly inclusive 
educational opportunities: 


* Placing students with behavioral challenges in segregated classrooms with few opportu- 
nities to interact with normally achieving peers 

* Assigning secondary students with disabilities to large subject area, general education 
classes with no organizational supports, peer assistance, or curricular accommodations 

* Relegating students with disabilities to segregated lunch, 
physical education, and recess periods and locations that 
are removed from their age-appropriate peers 

* Placing elementary students with disabilities in general 
education classrooms and having a special-education 
teacher provide them with instruction in separate groups 
away from their classmates 


Although today we have clearly moved beyond the 
total exclusion of students with disabilities, more work 
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needs to be done to minimize instances of functional exclusion. As noted by Sarita, the par- 
ent in our opening vignette, her daughter Krista believed she was truly part of her subject- 
area classes when she was provided with naturally occurring peer tutoring. Clearly, access 
to inclusive environments is not enough to ensure belonging and academic success. We 
believe that the first steps in facilitating true involvement—the functional inclusion of all 
students—are an understanding of the evolution of special-education service delivery, the 
legal foundations of inclusive special education, and an awareness of emerging issues and 
controversies that impact typical school and classroom practices. 


The Evolution of Inclusive Special 
Education Services 


The current delivery of inclusive education has been shaped by special education’s rich 
social history, landmark litigation and legislation, significant political events, and the coura- 
geous advocacy of parents. An awareness of the evolution of inclusive education will enable 
you to understand why practices such as appropriate dispositions, collaboration, and posi- 
tive behavioral supports (discussed in later chapters) are essential to successful student 
outcomes. 


From Segregation to Inclusion 


Until the 1960s, most students with disabilities were educated in settings that were segre- 
gated from peers without disabilities for most or all of the school day. Those educated on 
regular school campuses were typically isolated from other students in separate wings or 
in basements of the main school building. Others were educated in separate schools that 
served only students with disabilities (McLeskey, 2007). Many criticized these segregated 
settings as ineffective, stigmatizing, and resulting in low expectations for those students 
(Deno, 1970; Dunn, 1968; Johnson, 1962). Furthermore, a disproportionate number of stu- 
dents who were identified with mild disabilities and educated in these settings were poor 
children from diverse backgrounds. Such findings led to a call to mainstream students 
with mild disabilities into general education classrooms for at least part of the school day 
(Dunn, 1968). 

As educators were mainstreaming students with disabilities, they made several assump- 
tions regarding these students and their education (see Figure 2.1). Mainstreaming addressed 
only students with mild disabilities, not those 
with severe disabilities. Moreover, students with 
disabilities were assumed to belong to special 
education and were simply visiting the general 
education classroom, primarily to improve 
their social skills or improve academic skills 
if they could work at grade level. The respon- 
sibility for student outcomes remained with 
special education. 

At the same time, policies of normalization 
and deinstitutionalization were being imple- 
mented (Nirje, 1972; Wolfensberger, 1972). 
Normalization required agencies to provide 
persons with disabilities with living and learn- 
ing experiences that were as “normal” as pos- 
sible. Skills to be taught were those that would 
allow greater independence and life patterns 
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that were parallel to those of people without Placing students with disabilities in general education classes without organiza- 


disabilities. And the instructional procedures _ tional supports, peer assistance, or curricular accommodations is not effective 


for teaching these skills were to be as close to _ inclusion. 
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Figure 2.1 


Comparisons of 


Assumptions Under- 
lying Mainstreaming 


and Inclusion 


Chapter 2 


Mainstreaming addresses the needs of students with mild disabilities. 


Inclusion addresses the needs of all students with disabilities who benefit from inclusive 
placements. 


Mainstreaming is provided to students as a privilege. 
Inclusion is a student's basic right. 


General education teachers volunteer to teach students with disabilities who are 
mainstreamed. 


All general education teachers are expected to teach students with disabilities who 
are included. 


To be mainstreamed, students are expected to fit into the genera! education classroom. 
The general education classroom is changed to support students who are included. 
Special education is responsible and accountable for students who are mainstreamed. 


When students are included, general and special education share responsibility 
and accountability. 


“normal” as possible. The policy of deinstitutionalization resulted in a decline in the num- 
ber of persons living in large residential institutions and an increase in the number living 
with their families and in smaller community-based residences. Community facilities were 
intended to be homelike and included foster homes, group homes, intermediate-care facili- 
ties, and sheltered apartments. In these smaller facilities located in neighborhood commu- 
nities, individuals were to receive services traditionally provided only in the institutions 


(Westling & Fox, 2009). 


By the 1980s, advocates and researchers were concerned about the effectiveness of main- 
streaming (Reynolds, Wang, & Walberg, 1987; Stainback & Stainback, 1984). Even with 
efforts such as the regular education initiative (REI)—a largely special-education effort to 
have general and special-education teachers share the responsibilities of educating students 
with disabilities in mainstream settings (Will, 1986)—concerns regarding mainstreaming 


continued, as a result of the following: 


¢ Students with disabilities were not making adequate academic progress. 


¢ Only the needs of students with mild disabilities were addressed; thus, many students 
with more severe disabilities did not have access to the general education classroom and 


curriculum. 


* Few changes were occurring in general education classrooms to accommodate for the 


needs of students with disabilities. 


* Additional collaboration was needed between general and special education to provide 


more support for students with disabilities in general education classrooms. 


In response to these concerns, the inclusion movement began in the mid-1980s, result- 
ing in major changes (see Figure 2.1). You will note that the assumptions underlying inclusion 
differ significantly from those underlying mainstreaming. For example, advocates of inclusion 
consider the education of students with disabilities in general education classrooms to be a 
fundamental right for all students with disabilities and the instruction of these students to 
be the responsibility of every general education teacher. Furthermore, proponents of inclu- 
sion assume that general and special educators will share the responsibility and account- 
ability for educating students with disabilities and that students with disabilities will be 
as much a part of the educational community of the school as are other students who do 
not have disabilities. Finally, the collaboration between general and special educators is 
expected to ensure that students with disabilities receive appropriate supports, ensuring 


adequate progress academically and socially. 





Inclusion: Historical Trends, Current Practices, and Tomorrow's Challenges 


Increasing numbers of students with disabilities have been included in general edu- 
cation classrooms since the mid-1980s (McLeskey, Landers, Williamson, & Hoppey, 
2011; Williamson, McLeskey, Hoppey, & Rentz, 2006), but controversy continues to 
surround the movement. The major concern relates to positions taken by some advocates 
regarding full inclusion (Fuchs & Fuchs, 1994; Kauffman, 1993; McLeskey, 2007). Full 
inclusion suggests that all students with disabilities be educated for the entire school 
day in general education classrooms. In recent years, however, educators have placed 
less emphasis on full inclusion and more on including all students with disabilities as 
members of the school’s academic and social community. Furthermore, policy makers 
and administrators have increasingly emphasized student outcomes as a key element of 
inclusive efforts. 


Civil Rights and Parent Advocacy 


The civil rights movement of the mid-20th century had a monumental effect on the lives 
of many members of disenfranchised groups, including individuals with disabilities. Until 
the mid-1970s, no guarantee existed that a child with a disability would receive a free and 
appropriate public education. Schools educated only one in five children with disabilities, 
and many states had laws that explicitly excluded students with certain types of disabilities. 
Mirroring the earlier efforts of civil rights workers for African American schoolchildren, 
advocates for people with disabilities used the schools as a prominent battleground in efforts 
to achieve equal rights and due process of law. In fact, many of the original decisions rec- 
tifying the exclusion and segregation of students based on race were expanded to include 
students with disabilities (Murdick, Gartin, & Crabtree, 2002). 

In the courtroom, as well as in the court of public opinion, parents and civil rights 
advocates took on state governments and school districts to ensure that students with dis- 
abilities had access to a FAPE (Weintraub & Abeson, 1976). Using the precedent of Brown v. 
Board of Education of Topeka, Kansas (1954)—in which the U.S. Supreme Court ruled that 
African American students attending segregated schools were not receiving an equal educa- 
tion—disability rights advocates made the case that access to an appropriate education was 
being denied because of the students’ disabilities. The Brown plaintiffs and those advocating 
for children with disabilities were very similar. Both groups (1) challenged segregation in 
education, (2) proved they were denied equal educational opportunities, and (3) advanced 
an enduring public policy that views a 
the function of school as meaning- [| 1 ia = ‘a 

i : € 
fully educating all students (Turnbull, <= t¢ 
Stowe, & Huerta, 2007). : 

One constant in the enduring legal 
processes of gaining access to educa- 
tion for students with disabilities has 
been active parent advocacy. Although 
many parents would have preferred to 
invest this time into their own qual- 
ity-of-life efforts (Soodak et al., 2002), 
significant legislative gains seal as the 
original passage of EAHCA (PL 94-142) 
would not have been possible without 
these efforts. Today, it is likely that you 
will encounter many parents of stu- 
dents with disabilities actively advocat- 
ing for the inclusion of their children. 
The majority of parents of students ~~ 





with disabilities support inclusion Active parent advocacy has been a major factor in securing inclusive programming for 


and believe it contributes positively to _ students with disabilities. 
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social, emotional, and academic development (Duhaney & Salend, 2000). With greater access to 
appropriate role models and friendships, parents like Sarita at Heritage High School see inclusion 
contributing positively to their children’s socialization, self-image, happiness, and confidence. 

You will also find that parents have several realistic concerns about inclusion. Among the 
more prominent issues are the availability of qualified personnel and the ability of teachers in 
general education settings to provide needed supports. Many parents, particularly those of chil- 
dren with severe disabilities, fear that too many educators do not have the necessary skills and 
resources to implement inclusion effectively and that there is no long-term plan or vision con- 
nected to the delivery of services. Consequently, many parents believe they must be extremely 
vigilant, ensuring that their children are not mistreated or isolated, or just not receiving the 
services to which they are entitled when placed in general education settings (Duhaney & 
Salend, 2000; Erwin & Soodak, 2000; Meaden, Sheldon, Appel, @ DeGrazia, 2010). 


Current Status of Inclusive Practices 


Today, most students with disabilities are educated in their neighborhood schools and in 
general education classrooms. Table 2.1 represents the extent to which students who are 


Percentage of School-Aged Students with Disabilities, Ages 6-21, Served in Different 


Placement Settings in the 2008-2009 School Year 
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Source: U.S. Department of Education (2011 
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(80% or School Day School Day Home-Hospital 
Disability ate) @:)) (40%-79%) (less than 40%) | Setting 
Speech-language 86.5 S07 47 3.1 
Developmental delay 61.8 20.1 Gr 1.9 
_ Visual impairment 62.2 13.7 12.7 11.4 
Other health impairments 60.4 24.4 11.2 4.0 
Learning disabilities 61.6 209 8.4 al 
} Orthopedic impairment Bye t5} 16.5 24.7 7.3 
Hearing impairment 53.7 We 15.7 13.5 
Traumatic brain injury 45.0 23.1 23.0 8.9 
Emotional disorders 39.3 19.3 23.1 18.3 
Autism 36.3 18.2 85.7 9.8 
__ Deaf-blindness 31.2 16.3 28.5 24.0 
: Intellectual disabilities Wass! 27.0 48.2 eo) 
Multiple disabilities 13.7 16.4 45.9 24.0 
All disabilities 58.5 21.4 14.9 5.2 
Es 
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identified with different disabilities 
are served in inclusive or in more 
restrictive settings. These data reveal 
that students with mild disabili- 
ties @e., speech-language impair- 
ments, developmental delays, visual 
impairments, other health impair- 
ments, and learning disabilities) are 
educated in general education class- 
rooms for most or all of the school 
day. Students who are placed in the 
more restrictive settings include 
those who are identified with mul- 
tiple disabilities, intellectual dis- 
abilities, deaf-blindness, autism, and 
emotional disturbance. 

On average, across the United 
States, about four of every five stu- 
dents with disabilities spend a sub- 





stantial portion of the school day Most students with disabilities—about 80% —spend a sizable portion of their school day in 


(40% or more) ina general education general education settings. 

classroom; the remaining one in five 

students spends very little time in a general education classroom (U.S. Depart- 
ment of Education, 2011). Wide variation, however, exists among states, local 
school districts, and even across schools within districts in the percentage of 
students with disabilities who are educated in inclusive settings. For example, 
up to 87% of all students with intellectual disabilities are educated in general 
education settings for most of the school day in one state, but in other states, 
very few of these students are educated in these settings (Williamson et al., 
2006). The rate of inclusion appears to depend on the extent to which inclu- 
sion is a priority in the individual schools and districts. 











Pause & Reflect 


How would you convince others 
that inclusion is not only a disability 
“problem” that requires solving? 
What strategies would you employ 
to ensure that inclusion is viewed as 
a core value applied to all students 
and integrated in schools? 


Clearly, more and more students are being educated in neighborhood 
schools and general education classrooms. Nonetheless, as many parents of 
students with disabilities know, access—and the official numbers used to index integra- 
tion into the inclusive environment—is not enough. As mentioned earlier, access to general 
education settings must not functionally exclude students from successful participation but 
must truly result in significant involvement in the school community. To meet this goal, 
inclusion cannot be viewed strictly as a disability issue. Efforts to improve services and 
include students with disabilities require initiatives that benefit all children and schools 
(Bricker, 2000; Lee, Soukup, Little, @ Wehmeyer, 2009). 

Dianne Ferguson, a special education scholar and parent of a child with a disability, 
related how her thinking of inclusion changed as a result of her family’s efforts to secure 
a more “normalized” school experience for her son Ian (Ferguson, 1995). With severe 
and multiple disabilities, lan was in self-contained classrooms with few opportunities 
for contact with nondisabled peers. Through her research and advocacy, Ferguson found 
that typical efforts to mainstream or integrate students with disabilities did little to fully 
facilitate full participation in the learning community. Inclusion efforts merely relocated 
the special education but did little to change the perception that the students were “irreg- 
ular,’ even when they were in “regular” classrooms. The challenge was to find out how 
to create an environment where a person with a disability is truly part of the community 
(an experience Ian had when in a drama class). 

Ferguson realized that if inclusion were to really work, tactics would need to change. 
Rather than merely “adding on” to the existing systems to accommodate a few students, 
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inclusion had to be viewed as a core value that applied to all students, regardless of disability 


status. For inclusion to really work, it must be viewed as 


a process of meshing general and special education reform initiatives and strategies in 
order to achieve a unified system of public education that incorporates all children and 
youth as active, fully participating members of the school community, that views diver- 
sity as the norm; and that ensures a high quality education for each student by provid- 
ing meaningful curriculum, effective teaching, and necessary supports for each student. 
(Ferguson, 1995, p. 285) 


A View from the Principal 





Margaret Huckaby Embraces Inclusion 


Ask Margaret Huckaby, principal of Heritage High School, about her inclusive educational philosophy and she 
will tell you in no uncertain terms that every student is worth a best effort. Where did this strong conviction come 
from? A former vocal music teacher, Margaret taught students with and without disabilities, and found that the 
presence of a disability did not prevent a student from enjoying and benefiting from choral activities. In fact, 
she found that with the right mix of accommodations, encouragement, and peer support, her students regularly 
assisted one another in order to improve the overall quality of the group’s performance. As with the adolescents 
on the popular television program Glee, Margaret’s students were able to look beyond their differences and work 
together toward a common goal. By focusing on student strengths, modeling cooperative problem-solving strate- 
gies, and being sensitive to interpersonal dynamics, Margaret found that her best effort was paying off. Among the 
many positive outcomes: Students with disabilities, many of whom had experienced problems making friends, 
were becoming more socially active in and out of school, were behaving more appropriately, and were actually 
enjoying school. 

As she moved on to administrative positions, Margaret found that several of the team-building strategies she 
applied as a vocal music teacher with students were useful in advocating her inclusive education philosophy with 
sometimes reluctant faculty and staff. For example, when faced with the rare and daunting opportunity of open- 
ing the newly constructed Heritage High School (HHS), Margaret encouraged her new teaching staff to (1) infuse 
essential notions of equity and opportunity into an inclusive mission statement for the school and (2) develop 
explicit processes that ensured that all students would have opportunities to receive a quality education—their 
best effort. To complete these challenging activities, she emphasized the importance of administrators, teachers, 
and professional staff being able to work together in a climate of trust and mutual respect. To promote these val- 
ues, a number of staff retreat activities—from bowling tournaments to scavenger hunts—were scheduled. These 
activities provided faculty and staff with opportunities to experience the value of working together toward a com- 
mon goal. Over time, the faculty and staff began to trust one another, and realized that they could address a wide 
range of academic and behavioral challenges in the general education environment. Confidence and trust were 
also promoted by Margaret's insistence on frequent open communication about the “nuts and bolts” necessary for 
successful inclusive programming implementation. 

How did all of this turn out? Nine years after the opening of HHS, inclusion is no longer a novelty for teachers 
or an embarrassing stigma for students. Like drivers’ education, advanced placement classes, and spring football 
practice, the full range of inclusive programming techniques—co-teaching, consultation, behavioral support, 
and universal design for learning—are essential components of the fabric of the HHS experience. For Margaret 
Huckaby, there are a number of sources of satisfaction. Hearing from parents, such as Sarita, that the school’s 
emphasis on supportive inclusion has led to meaningful improvements in their family’s life is very gratifying. Still, 
Margaret’s greatest source of satisfaction comes each June, during commencement ceremonies, when she has the 
opportunity to confer full academic diplomas to students with disabilities. Margaret knows that these are students 
who would be in a far different place if they were not seen as worth a best effort. 
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Legal Foundations of Special 
Education and Inclusion 


Four major legislative acts influence how schools structure, and how individual teachers 
deliver, special education services in inclusive schools: 


¢ The Individuals with Disabilities Education Improvement Act of 2004 (IDEA 2004) 
¢ The No Child Left Behind (NCLB) Act of 2001 

¢ Section 504 of the Rehabilitation Act 

¢ The Americans with Disabilities Act (ADA) 


In our discussions of each of these acts, we describe the major components of the legislation 
and consider how these laws impact the delivery of inclusive education programs. 


Individuals with Disabilities Education 
Improvement Act (IDEA 2004) 


Generally, IDEA 2004 is regarded as the most significant piece of legislation supporting the 
education of children and youth with disabilities. Because of IDEA, most children and youth 
with disabilities are educated in their neighborhood schools in general education classrooms 
with their nondisabled peers. Moreover, postschool employment rates for people with dis- 
abilities, although not where they should be, are twice those of older adults with similar 
profiles who did not have the rights and protections of the law. Even more heartening are 
the numbers of students with disabilities who attend college; compared to 1978, the number 
of first-year college students with disabilities has more than tripled (U.S. Department of 
Education, n.d.). 

IDEA 2004 updates and amends earlier legislation that served as the legal basis for the 
education of those with disabilities: EAHCA of 1975; the 1983 and 1986 EAHCA amend- 
ments; and the Individuals with Disabilities Education Act (IDEA) of 1990, 1992, and 1997. 
Reauthorizations of the law have sought to improve the law by strengthening the role of 
parents, encouraging nonadversarial resolution of disputes, and requiring participation in 
the general education curriculum and state- and district-wide assessments. “Just the Facts: 
IDEA 2004” provides an overview of the major components of the current IDEA. “Just the 
Facts: Evolution of 1975 Legislation” illustrates how the original 1975 legislation evolved 
into the current statute. 

In addition to evolving legislation, litigation (legal cases in which a judge or a jury inter- 
prets the law in situational disputes) influenced the initial passage and prompted improve- 
ments in the provisions of IDEA 2004. Six legal principles have had significant influence in 
the advancement of special education law: 


1. Due process. Fair and specific procedures related to assessment, identification, and 
placement must be followed for all students (Turnbull, Stowe, & Huerta, 2007). 


2. Equal protection. Consistent with the equal protection clause of the 14th Amendment, 
states are required to provide the same rights and benefits to students with disabilities as 
to those without disabilities. 


3. Zero reject. Regardless of severity of disability, no child can be excluded from school. 


4. Free and appropriate public education. Individual students must be provided with an 
individualized educational program that has a full range of appropriate direct and related 
educational services at no cost to their families. 


5. Least restrictive environment (LRE). Students with disabilities should be educated, to 
the maximum extent appropriate, with students who do not have disabilities, and they 
should be removed from a general education classroom only when the curriculum and 
instruction cannot be adapted to achieve satisfactory results. 
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Free and appropriate 
public education 


Nondiscriminatory 
assessment 


Least restrictive 
environment 


Individualized 
education program 


Parent participation 


IDEA 2004 Components é 


¢ All children, regardless of severity of disability, can learn and are entitled to a FAPE. 
¢ Special education and related services are provided at public expense In conformity 
to an IEP. 


* All testing and evaluation used to identify and assess students with disabilities are 
not racially or culturally discriminatory. 

e Evaluations requiring tests are in the child’s native language or appropriate mode of 
communication, validated, and administered by trained personnel. 


e Preferred placement for students with disabilities is the general education 
classroom. 

e When success in the general education classroom cannot be achieved, even with 
significant alterations, alternatives on the continuum of placements are considered. 


e An IEP is developed for each student with a disability and includes (1) current levels 
of performance, (2) annual goals, (3) extent of participation in general education 
programs, (4) beginning dates and anticipated duration of service, and (5) evaluation 
methods. 

¢ Participants in IEP planning include at least one special and general educator, a 
local education agency (LEA) representative, an evaluation specialist, related service 
specialists, and parents. 


e Written permission from parents is needed for all testing, evaluation, and changes 
in services. 
e Parents are entitled to active participation in IEP development and annual reviews. 


Procedural safeguards ¢ Adequate notice must be provided to parents for meetings. 


e Allow for the settling of disagreements through mediation and due process 
hearings. 





6. Nondiscriminatory assessment. Biased evaluation instruments and/or procedures con- 
stitute a denial of equal access to education. Students can be harmed by assessments that 
wrongly label them and mistakenly place them in environments that deprive them of 
opportunities for advancement. 


Elements of IDEA 2004 


The major elements of IDEA reflect what all teachers and service providers should know and 
be able to do when teaching students with disabilities (Rosenberg, O’Shea, & O’Shea, 2006). 


Nondiscriminatory Identification, Assessment, and Evaluation 

The Individuals with Disabilities Education Improvement Act requires schools and com- 
munity agencies to locate and evaluate students who may have disabilities. The goal is 
to determine if there is evidence of a disability and, if so, to identify the full spectrum 
of educational services needed for the student to succeed in school settings. When con- 
ducting such evaluations, the law requires that a multidisciplinary team (1) use testing 
materials and procedures in the student’s primary language or mode of communica- 
tion; (2) use more than one method to determine disability or placement status; (3) pro- 
vide a full-scale evaluation in all areas of functioning (e.g., intelligence, achievement, 
social skills, language, motor skills, and adaptive behavior) related to the suspected 
disability; (4) ensure qualified personnel use validated assessments; (5) employ tests and 
procedures that are not racially, culturally, or ideologically biased or discriminatory; 
(6) secure written consent and input from parents and guardians for both initial evalu- 


ation and reevaluations; and (7) summarize data into a format that is readily accessed 
and understood. 
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Just the Facts — Evolution of 1975 Legislation into IDEA 2004 — 


PL 94-142, Education for All Fandicapoee The precursor to IDEA 2004, EAHCA is pion nears to as ne 

Children Act (EAHCA; 1975) Bill of Rights for students with disabilities. This law guaranteed 
the availability of a free and appropriate public education, due 
process, and IEPs to all students with disabilities. 














Pins 98-199, Parent Training and | Provided for training and provision of information to parents « and 
Information Centers (1983) volunteers. , 1S gp DP 4S Fa 


ea 





PL 99-457, Education of the Handicapped Extended the mandate from PL 94-142 to include special education 





Students Act Amendments (1986) and related services beginning at age 3 and created a discretionary 
early intervention program to serve students from birth through 
age 2. 
. . - ? 5 % =. 
PL 101-476, Individuals with Disabilities Further amended the provisions | of PL 94- 142 and PL 99-457, 41.3 
Education Act (IDEA; 1990) ‘? renamed the act IDEA, and mandated that the JEP include a ih aos 
‘ Pervert tet: statement of transition SEIViCeSy te & 2 ims : on i 
PL 101-336, Americans with Disabilities Prohibited discrimination based on disabilities in the areas 
Act (ADA; 1990) of employment, public services, transportation, public 
accommodations, and telecommunications. 
PL 101-392, Carl D. Perkins Vocational : _ Provided resources for i improving ¢ educational skills needed i in a 2h 
and Technology Education Act (1990) : technologically advanced society, guaranteeing full vocational ea. 
’ = educational opportunities for all special populations. | Sek ee ra 
PL 103-239, School-to-Work Encouraged partnership models between school-based and 
Opportunities Act (1994) employment-based sites at the local level by encouraging schools 
and employment site personnel to plan, implement, and evaluate 
integrated school-based and work-based learning. It encouraged 
* interagency agreements, technical assistance, and services to 
employers, educators, case managers, and others. 
PL 102-476, Individuals with Disabilities Passed in 1990 and amended in 1997. It established a number One 
Education Act (IDEA) new provisions designed to improve outcomes for students with — 


_ disabilities. Provisions inherent in the reauthorized law, IDEA Bae: ; 
~ include requirements that students with disabilities must be | 
included in state- and district-wide assessments, that students’ a4 
IEPs address the issue of students’ access to general sels 
curricula, and that states establish performance goals and 
indicators for students with disabilities. 





Least Restrictive Environment 

Would it surprise you to learn that IDEA does not use the terms mainstream, include, segre- 
gate, or integrate? The language used in the law requires that the education of students with 
disabilities occur in the LRE, which means that placement is determined at least annually 
and is based on an individual student’s educational needs. Placement is not viewed as per- 
manent, and teachers work to move students to less restrictive—and in our view, function- 
ally inclusive—levels of service. To the greatest degree possible, students with disabilities are 
educated with nondisabled peers, and have access to the general education curriculum and 
extracurricular activities. Finally, removal from the general education environment occurs 
only when the nature and the severity of the disability preclude the satisfactory delivery of 
educational services with appropriate supplemental aids and services (Murdick et al., 2002). 


Individualized Education Programs 

. IDEA 2004 requires that each student identified as having a disability receive an indi- 
vidualized education program (IEP), a document that informs and guides the delivery of 
instruction and related services. Requirements for the development of an IEP are quite 
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specific in terms of information included and the individuals who develop the plan. The 
IEP requires six categories of information: (1) the student’s current levels of academic and 
functional performance; (2) measurable annual goals related to meeting the student’s needs 
resulting from the disability and enabling progress in the general education curriculum; 
(3) a description of how the student’s progress toward meeting annual goals is measured 
and reported; (4) a statement of special education and related services and supplementary 
aids and services provided for or on behalf of the student; (5) the extent, if any, to which 
the student will not participate with nondisabled students in the general education environ- 
ment; and (6) the projected date for the beginning of services and the anticipated frequency, 
location, and duration of those services and modifications. 

The IEP team also addresses postsecondary transition issues for students turning age 16 
(or younger, if deemed necessary by the team). Consequently, the IEP must include measur- 
able goals and corresponding services based on appropriate transition assessments. Finally, 
as the student approaches the state’s legal age, the IEP must include a statement that the 
student has been informed of his or her rights in regard to IDEA 2004. 

Successful development and implementation of IEPs require input from a team of 
informed stakeholders. Consequently, IDEA 2004 requires that the IEP process involve 


¢ At least one general education teacher of the student (if the student is participating, or is 
planning to participate, in general education activities) 

¢ At least one special educator of the student 

* A school district representative who is knowledgeable about available service-delivery 
options and programs as well as the general education curriculum and related-service 
availability 

* An evaluation specialist who can interpret the instructional implications of assessments 

* Other specialists who can provide important information, such as related-service 
providers, transportation specialists, physicians, lawyers, and advocates 

¢ Parents, guardians, surrogate parents, and, when appropriate, the student 


Individual team members can be excused from attending if their area is not being dis- 
cussed or if there is agreement that written input is acceptable. 








IDEA 2004 requires that development and implementation of IEPs be based on input from a team of informed 
stakeholders, including, whenever appropriate, the student with a disability. 
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Procedural Safeguards 

One of the requirements of IDEA 2004 is that schools must ensure that parents, guard- 
ians, or surrogates have the opportunity to participate in every decision related to the 
identification, assessment, and placement of their child. In addition to providing adequate 
notice for meetings and scheduling them at a mutually agreed-on time and place, schools 
are to notify parents when considering changes in educational programming or related 
services. 

If parents believe that their rights have been violated or if they disagree with educators 
regarding the development of their child’s IEP, they can appeal specific decisions. One vol- 
untary step is mediation, a process in which a qualified, impartial facilitator works with the 
parties to come to resolution. If mediation does not satisfy the parties, IDEA 2004 mandates 
the convening of a due process hearing. These hearings allow dissenting parties to question 
decisions and actions. Parties also have the right to appeal due process hearing decisions 
in federal court if they remain unsatisfied. To reduce the need for protracted and costly 
legal activities associated with due process hearings and appeals, IDEA 2004 urges states to 
strengthen their mediation procedures. 


Suspensions and Expulsions 

For those inappropriate behaviors deemed not a manifestation (i.e., caused by or sub- 
stantially related to the disability or a failure to implement IEP procedures) of the stu- 
dent’s special needs, schools can apply disciplinary actions in the same manner as they 
do for students without disabilities (so long as special education services continue). 
However, schools cannot remove a student with a disability from his or her current 
placement for more than 10 days if it is determined that the problem behaviors are a 
function of the disability. Nonetheless, for violations such as (1) bringing a dangerous 
weapon to school, (2) selling or possessing illegal drugs, or (3) inflicting serious bodily 
injury on another person while at school or at a school function, IDEA 2004 provides 
schools with the authority to consider unique circumstances on a case-by-case basis. In 
such cases, the school district may unilaterally place a student in an interim alternative 
placement for up to 45 school days. 


Confidentiality and Access to Information 

IDEA 2004 requires that one official in each school district assume responsibility for ensur- 
ing confidentiality of school records and ensuring that those who have contact with student 
records are trained in records-management procedures. By law, parents have the right to 
inspect and review all information on their child, and it is not unusual for them to request 
an explanation regarding the information in the records. 


Services to Infants, Toddlers, and Preschoolers 

It was not until 1986, and an early reauthorization of IDEA, that preschool special education 
services were mandated for children ages 3 to 5, and incentives were provided to states 
encouraging the development of programs for infants, toddlers, and their families. Pre- 
schoolers are afforded the same services and protections available to school-aged children. 
Because infants and toddlers with disabilities often require medical, psychological, and 
human service interventions, as do members of the entire family, the federal government 
has encouraged the development of statewide, multidisciplinary, interagency programs by 
offering increased grant support. 


Funding for Early Intervention Services 

IDEA 2004 allows school districts to use up to 15% of federal special education funds for 
students who have not been identified as having a disability, but who do need enhanced 
academic and behavioral support in their general education classes. This change in policy 
aligns IDEA with NCLB’s emphasis on using evidence-based practices and ongoing data- 
based decision making to improve the educational outcomes of all students (see next 
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section), Although not explicitly in IDEA 2004, the law promotes the use of multi-tiered 
service delivery models, such as response to intervention (RTI), which focuses on how stu- 
dents respond to differing levels and intensities of instruction. 


No Child Left Behind (NCLB) 


The NCLB Act of 2001 is a comprehensive federal initiative designed to improve the edu- 
cational performance of all students. A reauthorization of earlier Elementary and Second- 
ary Education Acts (ESEA), NCLB explicitly mandates compliance to high standards and 
sanctions states and schools that fail to meet set criteria (Hardman & Mulder, 2004; Yell 
& Drasgow, 2005). In enacting NCLB, the federal government asserted that states were not 
doing enough to ensure that all students were performing adequately in school. The act 
requires states to reduce the disparity in performance between those groups of students who 
typically achieve and those students who have had difficulties meeting standards, often due 
to economic disadvantage, linguistic differences, or disability status. Figure 2.2 offers a brief 
introduction to NCLB. 


Elements of NCLB 


Five core principles form the foundation of NCLB: (1) strong accountability for results; 
(2) expanded flexibility and local control of schools; (3) an emphasis on teaching methods 
based on scientific research; (4) expanded options for parents, particularly those whose 
children attend low-performing schools; and (5) highly qualified teachers. 


Strong Accountability for Results 
No Child Left Behind requires states to develop clearly defined goals, or proficiency standards, 
and then assess whether individual students and schools meet these targets. Comparing stu- 


dent performance data to the standards allows parents to know how their child is doing at 























Accountability for Results 


e States create assessments to measure what children know and learn. 

¢ Annual report cards on school performance allow parents to know of the quality of the 
children’s schools, the qualifications of teachers, and progress in key subjects. 

* Statewide performance reports are disaggregated according to race, gender, and other 
relevant criteria to assess closing of achievement gap. 


Expanded Options for Parents 


_ © Parents with children in failing schools are allowed to transfer their children to a 
better-performing public school, including charter schools. 

* Parents can request schools to use Title | funds to provide supplemental educational 
programs (e.g., tutoring, after-school services, summer school) for children in failing 
schools. 


* Federal support for charter schools is expanded. 

Strengthening Teacher Quality 

¢ A highly qualified teacher will be in every public school classroom. 
Teaching Methods Based on Scientific Research 

¢ Requires use of programs that have demonstrated effectiveness. 
Flexibility and Local Control 


* Demonstrates greater sensitivity to the needs of local schools by allowing flexibility in the 
use of federal funds without prior government approval. 
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school. Aggregating the data from groups of students, policy makers, government officials, 
and school leaders can assess how individual schools and school districts are performing 
in relation to state standards. States are also required to analyze data for specific groups of 
students, including those who are economically disadvantaged, members of varying cultur- 
ally and linguistically diverse groups, and students with disabilities. The goal is to make 
adequate yearly progress (AYP)—the minimum standard, or benchmark, expected of every 
student and school. Schools that meet their goals receive positive public acknowledgment 
of effort. Those that do not meet their goals may be designated “in need of improvement.” 
Historically, students with disabilities were excluded, both formally and informally, from 
school and district assessments, perpetuating low expectations throughout their educational 
careers. Now they are included in assessments. Although many have welcomed this inclusion 
in accountability policies, questions remain regarding the appropriateness of including stu- 
dents with cognitive disabilities in overall determinations of school effectiveness. (We address 
several of these questions later in this chapter in the “Tomorrow’s Challenges” section.) 


Expanded Flexibility and Local Control 

Local school personnel have greater sensitivity to the needs of neighborhood schools than 
do federal administrators. Consequently, NCLB provides the freedom for school districts to 
transfer up to 50% of federal funds among a number of programs without the need to obtain 
prior government approval. The act also allows school districts to consolidate funds from 
several programs and to enter into flexible state—local partnerships. 


Teaching Methods Based on Scientific Research 

Rather than consulting recent educational research, some teachers adopt programs and 
instructional methods based on fads, anecdotes, and personal whims, usually with dismal 
results (Kauffman, 1981; Yell G Drasgow, 2005). With NCLB, federal support is targeted to 
only those programs that have a proven track record, demonstrating effectiveness through 
rigorous scientific research. 


Expanded Options for Parents 

What would happen if a parent had a ninth-grade child who attended a low-performing 
school that continually experienced significant discipline issues? Under NCLB, the parent 
would have options. First, if the school did not meet state goals for two consecutive years, 
the parent could choose to transfer his child to a better-performing school in the district, 
with transportation provided. Second, if the school failed to meet goals for three consecu- 
tive years, the child would be eligible for a range of supplemental activities, including free 
tutoring and after-school instruction. 


Highly Qualified Teachers 

According to NCLB, all teachers must be highly qualified. 
This il being appropriately licensed and having the Pause & Reflect 
requisite qualifications in core academic subject areas. For 
content-area teachers, this requirement is fairly straight- 
forward. In order to teach, one must (1) have a college 
degree; (2) have full state certification or licensure; and 
(3) demonstrate competency in the areas she teaches by 
passing subject-specific, state-administered tests. Being 
highly qualified is not so clear-cut for special educators. In 
addition to developing their special education skills, those who teach at the elementary level 
must pass a test of subject knowledge and teaching skill in the standard elementary cur- 
riculum (¢.g., reading, writing, mathematics). Special education teachers at the middle and 
high school levels must be highly qualified in special education as well as in each of the core 
subject areas they teach. Not surprisingly, these requirements can be overwhelming and 
burdensome for many individuals who are thinking of a special education teaching career. 





proficiency ? 


Some believe that the requirements of NCLB are 
admirable but in some cases unattainable. What do you 
think? Can all teachers be highly qualified? Is it possible 
that all students will meet state-mandated standards of 
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Section 504 of the Rehabilitation Act 
of 1973 (PL 93-112) and the Americans 
with Disabilities Act 


Section 504 is a component of the Rehabilitation Act that authorizes federal support for 
the rehabilitation and training of individuals with physical and mental disabilities. More a 
civil rights law than an education act, Section 504 is significant for students with special 
needs because it provides protections for those whose disabilities do not match the defi- 
nitions under the IDEA statute. In addition to using a categorical approach to disability, 
Section 504 protects students with (1) communicable diseases; (2) temporary disabilities 
arising from accidents; and (3) allergies, asthma, or environmental illnesses. Under Section 
504, a student has a disability if he or she functions as though having a disability (Murdick 
et al., 2002), and the law provides these students with equal opportunities to obtain the 
same results as those without disabilities. Section 504 also extends protections against 
discrimination beyond education settings to employment and social and health services. 

The major differences between Section 504 and IDEA are in the flexibility of the pro- 
cedures and the reduced procedural criteria required of school personnel. Schools typically 
offer less assistance and monitoring with Section 504 because fewer federal regulations 
address compliance. Indeed, no IEP is required for students. Still, Section 504 levels the 
playing field by eliminating barriers that exclude those with disabilities from full par- 
ticipation in activities (Rosenfeld, 2005). These barriers can be physical (.g., architectural 
impediments that stop a person with a physical or sensory disability from accessing a 
building), or they can be programmatic (e.g., not giving a student with attention-deficit/ 
hyperactivity disorder [ADHD] supports and accommodations so that he can benefit from 
instruction). 

Section 504 ensures that appropriate educational services are delivered to children 
with disabilities. Appropriate services are educational activities designed to meet the needs 
of those with disabilities to the same extent that the needs of those without disabilities 
are met. Eligibility for Section 504 services is based on a team’s determination of whether 
there is a substantial limitation to major life activities resulting from a physical or mental 
impairment. Once a determination is made, an individual accommodation plan is devel- 
oped. The accommodation plan is not as extensive as an IEP, but it should include clear 
information on how school personnel can implement accommodations to meet individual 
student needs. 

Examples of situations that may require a Section 504 Plan include: 


¢ Providing an acoustical amplification system and distraction-free seating for a student 
with ADHD who has difficulty attending to instruction 

* Developing a management plan that trains school personnel to meet the needs of a student 
with diabetes, including specialized snacks, lavatory access, and exercise opportunities 

* Providing appropriate training to those who work with a student with bipolar disorder, 
and providing the student opportunities for time-out when unpredictable mood swings 
occur 

* Creating a health-care plan for management of acute and chronic phases of student ill- 
nesses such as cystic fibrosis and epilepsy, or hypersensitive allergic reactions to certain 
foods (e.g., peanuts) or environmental events (odors, noise, etc.) 


Similar to Section 504, the Americans with Disabilities Act (ADA; PL 101-336) is civil 
rights legislation for those with disabilities. Passed in 1990, the ADA requires nondiscrimi- 
natory protections such as equal opportunity to participate fully in community life, equal 
opportunity to live independently, and accessibility of all buildings and physical facilities 
to individuals with disabilities. The ADA applies to all segments of society —employment, 
education, and recreation services—with the exception of private schools and religious orga- 
nizations. Similar to Section 504, the ADA uses a functional definition of disability. Rather 
than listing all possible conditions, a person with a disability is defined as someone with a 
physical or mental impairment that limits participation in major life activities (Moses, 1990). 
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Viewed by many as the Emancipation Proclamation for 
individuals with disabilities, the ADA prohibits discrimination 
in employment, governmental entities, and public accommoda- 
tions (Smith, 2001). Consider the frustration experienced by 
a student with a physical disability unable to play with peers 
because of an architectural barrier precluding entry to the 
gymnasium or playground. The ADA requires removal of exist- 
ing physical barriers or the provision of alternative means of 
service implementation. 

Many of the ADA requirements for schools were already 
addressed by Section 504. However, the ADA did clarify certain 
lingering issues. For example, the ADA ensures that students 
with contagious diseases, such as HIV/AIDS, are protected from 
discrimination as long as they do not threaten the health and 
safety of others (Murdick et al., 2002). Also, protections are 


Inclusion Today: Multi-tiered Response 
to Intervention (RTI) Frameworks 


In this chapter, we have described the history of service delivery to students with disabilities 
by tracing the evolution of inclusive services and then describing the laws that guide current 
educational programming. Asa result of the tireless efforts of disability advocates and land- 
mark legislative efforts such as IDEA and NCLB, considerable progress has been made in 
the inclusive education of students with disabilities. How successful have these efforts been? 
Consider these findings from a study commissioned by the National Council on Disability 
(2008) assessing the impact of IDEA and NCLB on special education outcomes. Since the 
laws were (re)authorized, students with disabilities are doing better academically, with fewer 
scoring in the “below-basic” proficiency level and with more attaining “proficient” or higher 
levels, than were in previous years. Moreover, students with disabilities are graduating with 
diplomas and certificates at higher rates than in the past. Equally important, attitudes and 
expectations of key stakeholders—policy makers, teachers, parents, and students—have 
been changing in a positive direction. Students with disabilities have increased access to 
higher-level curricula, and a culture of high expectations for these students has taken root. 
Arguably, much of this increased access and enhanced support can be attributed to the 
evolution and increased use of multi-tiered service delivery systems, often referred to as 
response to intervention (RTI) frameworks. 


Response to Intervention (RTI) 


Response to intervention is rooted historically in two key elements of IDEA 2004: (1) allow- 
ing a portion of federal special education funds to benefit students without disabilities who 
need additional supports to succeed in general education classes and (2) considering an 
alternative to the traditional IQ-achievement discrepancy approach for identifying students 
with learning disabilities. In each element, student progress is monitored regularly, serving 
as the foundation for instructional decision making. Movement toward more intensive ser- 
vices, including eligibility for special education services, is based on student responsiveness 
to evidence-based instructional practices. 

Since its modest beginnings in 2004, RTI has expanded considerably and, arguably, is 
the most prominent service delivery framework for addressing the needs of students with 
academic, social, and behavioral challenges. The growth and popularity of RTI is likely a 
function of common sense, simplicity, and its inherent coordinated organizational structure. 
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Section 504 plans allow for acoustical amplification systems 


: : for students with ADHD who have difficulties attending to 
extended to those who are associated with a person with a dis- —_ Jeggons. 


ability. Specifically, a child whose parent or sibling has a com- 
municable disease cannot be prevented from attending school. 
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Effective instruction is delivered to prevent problems from occurring and effective interven- 
tions are applied to address problems that do arise (Baker, Fien, @ Baker, 2010). Therefore, if 
a student does not respond positively to the best intervention available in the general educa- 
tion classroom, he or she is eligible for additional and specialized assistance. Such thinking 
may be new to education, but other fields, such as medicine, have used tiered approaches 
to guide treatment for a number of generations (Gresham, 2007). Consider how physicians 
typically monitor critical health indicators such as weight, blood pressure, and cholesterol 
levels during routine physical examinations. If any one of these measures indicates a prob- 
lem with a patient’s well-being, a course of action based on scientifically based practices is 
prescribed. If subsequent data indicate that the patient is not responding adequately to the 
initial treatment plan, either the intervention is strengthened or other, more intensive treat- 
ment options are applied. 


Elements of an RTI Framework 


There is no single type of RTI framework. Most approaches contain prevention and inter- 
vention tiers; evidence-based practices, screening, identification, and progress monitoring; 
distinctive intervention delivery methods; and some are beginning to integrate elements of 
universal design for learning (UDL). 


Prevention and Intervention Tiers 

The central element of RTI is a series of increasingly intensive tiers of support, available 
to all students—those with and without disabilities—based on an assessment of indi- 
vidual needs. Most RTI frameworks use three tiers. Typically, the first tier is a high-quality, 
universal general education program that employs evidence-based instructional practices. 
Tier-2 instruction supplements Tier-1 instruction with focused, targeted interventions for 
those students who do not meet expected patterns of growth and achievement. These inter- 
ventions—typically increased instructional time, repeated practice, differentiated instruc- 
tion, and/or flexible grouping—are usually implemented by the general education teacher. 
Tier-3 instruction is highly intensive intervention and is designed for students who do not 
respond to Tier-2 efforts. Most often, Tier-3 instruction is provided by special education 
teachers. 

A major advantage in using tiers is that struggling students will receive assistance imme- 
diately. Rather than waiting for teacher referrals and accompanying psychometric tests typi- 
cally required to justify additional resources, students receive needed assistance exactly at the 
times they experience their difficulties (Baker et al., 2010; Council for Exceptional Children, 
2007; Fletcher & Vaughn, 2009; Gresham, 2007; Hoover & Patton, 2008; Martinez, Nellis, 
& Prendergast, 2006). 


Evidence-Based Practices 

A core component of the RTI framework is the application of evidence-based practices in daily 
instructional routines. A practice, be it a curriculum or a specific intervention protocol, is 
considered evidence-based if it has been proven to be effective through peer-reviewed scien- 
tific research. Unfortunately, far too many instructional practices are based on anecdote and 
convenience, making it difficult to determine if students’ academic and/or behavioral prob- 
lems are in need of more intensive intervention options or the result of inadequate instruction. 
When students receive evidence-based instruction, lack of adequate instruction as the reason 
for poor performance can be ruled out. A number of useful sources (e.g., The What Works 
Clearinghouse, www.w-w-c.org; The Best Evidence Encyclopedia, www.bestevidence.org) are 
available to help educators identify and select evidence-based instructional practices. 


Screening, Identification, and Progress Monitoring 

Integrated screening, identification, and progress monitoring systems allow teachers to 
(1) determine which students are in need of additional intervention and (2) assess how 
students respond to the instruction they receive. In some RTI frameworks, all students are 
screened on brief measures of academic and behavioral performance, and those who fall 
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below a specific normative cutoff point are provided with more intensive interventions. 
In other systems, universal screening is provided to identify those who are potentially at 
risk for poor outcomes. Additional performance monitoring is conducted for approximately 
5 weeks to validate the results of the initial screening. In general, systems that identify stu- 
dents based on a one-time screening tend to identify large numbers of students who do not 
need higher tiered services. Consequently, it is recommended that RTI systems incorporate 
short-term academic and behavioral progress monitoring prior to identifying students for 
more intensive interventions. After students are identified, data need to be collected on a 
frequent basis to (1) establish what constitutes an adequate response to an intervention and 
(2) ensure that the intervention is truly addressing the identified problems (Burns, Deno, & 
Jimerson, 2007; Fuchs & Fuchs, 2007). 


Intervention Delivery Methods 

There are two approaches to delivering interventions within an RTI framework. With the 
problem-solving approach, teams of educators develop individualized intervention plans tai- 
lored to students’ unique needs. For each student, the presenting academic or behavioral 
problem is defined in measurable terms, the gap between current and expected perfor- 
mance is determined, an intervention plan is designed, and the efficacy of the intervention 
is evaluated. In contrast, the standard protocol approach makes use of specific instructional 
and behavioral programs that are linked to the various tiers or intensities of instruction. 
Procedures are standardized, meaning that students who respond inadequately to instruc- 
tion and behavioral expectations during general class instruction would receive preselected 
prescribed interventions (Division for Learning Disabilities, 2007; Gresham, 2007; Little, 
2009). Typically, standardized protocols are used to address academic difficulties. However, 
the idiosyncratic nature of behavior problems often requires individualized interventions 
based on a problem-solving approach. 


Universal Design for Learning 

There are indications that application of universal design for learning (UDL) principles 
may enhance the delivery of evidence-based practices, particularly during Tier-1 instruc- 
tion (Basham, Israel, Graden, Poth, @ Winston, 2010; Edyburn, 2009). Universal design 
for learning is best thought of as a series of proactive curriculum design structures that 
accommodate a wide range of student abilities and learning preferences. To minimize barri- 
ers to learning, students are provided teaching methods and materials that contain multiple 
means of presentation, expression, and engagement. To accommodate the widest variety of 
learners in general education settings, the design of instruction and materials should allow 
for flexibility in use, equitable use, tolerance for error, low physical effort, and simplicity in 
responding (Edyburn, 2010; King-Sears, 2009; Rose & Meyer, 2002). 

Technology often plays a major role in the application of UDL. For example, consider 
how digital versions of textbooks can allow a student with reading problems to succeed in 
general education settings. Digital textbooks integrate multiple modes of presenting con- 
tent, supplementing text material with images and video, and transforming text to speech. 
Moreover, with minimal disruption, the technology allows for modification in how content 
is presented, allowing students to repeat passages or alter the size, shape, or color of the text 
or image (Hitchcock, Meyer, Rose, & Jackson, 2002). Still, UDL does not have to involve 
technology. Concrete manipulatives or tangible visual representations of shapes and corre- 
sponding formulas can provide students with the necessary supports and accommodations 
to understand challenging math content (King-Sears, 2009). 


Ruunaticacy 


Response to intervention has been successful in addressing the academic and behavioral 
needs of students in inclusive general education settings. Specifically, a number of studies 
(e.g., Dexter, Hughes, & Farmer, 2008; Torgesen, 2009; Vaughn, Wanzek, Linan-Thompson, 
& Murray, 2007) have found that tiered intervention systems can increase the reading and 
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Special education has evolved from a segregated to a 
more inclusive multi-tiered mode of service delivery. 
How have the roles and responsibilities of general and 
special educators changed as a result of this evolution? 
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math performance of at-risk elementary students, and reduce the number of students who 
are referred for special education. In some cases, these results have been impressive. For 
example, in a major investigation of an RTI model using the Reading First program with 
students in grades K-3, the percentage of students with reading difficulties was reduced 
by 30% and the rate of students identified as having a learning disability dropped by 81% 
(Torgesen, 2009). At the secondary school level, RTI is less established and initial findings 
suggest that additional work is needed in modifying the framework to address the lengthy 
history of academic problems typical of older students (Fuchs, Fuchs, @ Compton, 2010; 
Vaughn et al., 2010). Research efforts that have applied RTI to the social behavior of stu- 
dents are encouraging (Cheney, Flower, &@ Templeton, 2008; Fairbanks, Sugai, Guardino, & 
Lathrop, 2007; Hawken, Vincent, & Schumann, 2008). As with the academic outcomes, a 
significant number of students respond to the intensive Tier-2 interventions and fewer stu- 
dents are identified for special education services. 

Although RTI has been successful, a number of logistical issues require increased atten- 
tion. For example, how will the roles and responsibilities of teachers change as an increased 
number of students receive instruction within a multi-tiered 
framework? Currently, this remains unclear. General educa- 
tors likely will be responsible for delivering evidence-based 
Tier-1 instruction, necessitating that all teachers remain 
current on what constitutes effective practices for a range of 
learners in a variety of skill and subject areas (Mastropieri 
& Scruggs, 2005). Special educators would likely support 
students at risk and with disabilities in all three of the tiers. 
According to Hoover and Patton (2008), this would require 
that special education teachers assume a multitude of roles, 
including (1) modeling data-driven decision making, (2) being a resource for evidence-based 
practices, (3) providing differentiated instruction and behavioral supports, and (4) being a 
model of collaborative practice. 


Tomorrow’s Challenges 


As students with disabilities gain greater access to challenging academic environments, sev- 
eral issues continue to pose challenges to teachers and policy makers. Two of the more 
prominent issues are (1) how best to assess AYP of students with disabilities and (2) building 
and sustaining a highly qualified workforce. 


AYP and Students with Disabilities 


In our earlier discussion of No Child Left Behind, we noted that states determine adequate 
yearly progress by adopting or designing content-specific standardized tests and setting 
proficiency score benchmarks that students are required to attain. Although there has been 
movement among policy makers to allow circumstantial waivers, NCLB requires 100% pro- 
ficiency by 2014. A factor contributing to the discussion of waivers has been the observation 
that some students with disabilities are unable to meet the same standards and time frame as 
their peers without disabilities. Currently, schools are allowed to have 1% of their students 
(typically, students with serious cognitive disabilities) take alternate assessments. Alternate 
achievement standards are based on performance expectations that differ in complexity from 
grade-level achievement standards. An additional 2% of students with disabilities—from any 
category under IDEA—are eligible for assessments that are based on modified achievement 
standards. These standards are aligned with typical grade-level standards but with reduced 
depth and breadth of content coverage. It is presumed that alternate and modified assessments 
are technically sound and reflect grade-level content (Yell, Shriner, & Katsiyannis, 2006). 


. 


Inclusion: Historical Trends, Current Practices, and Tomorrow’s Challenges 


In addition to the challenges involved in designing alternative assessments for stu- 
dents under the “1% and 2% options,” some professionals believe these exemptions from 
traditional AYP requirements to be inadequate. Large numbers of students receiving special 
education services have disabilities that interfere with their learning. These students typi- 
cally perform at much lower levels on state tests, making it far more likely that schools with 
a large special education subgroup will fail to make AYP (Olson, 2005). Although special 
education advocates welcome being part of inclusive assessments, some fear that failures to 
make AYP, due to the limited performance of students with disabilities, could increase the 
“already existing anti-special education bias” (Allbritten, Mainzer, & Ziegler, 2004, p. 157). 
Not surprisingly, a number of teacher groups (e.g., American Federation of Teachers, 2006) 
are advocating that the number of students with disabilities assessed under alternative and 
modified standards not be limited by arbitrary federal percentages. Rather, knowledgeable 
IEP teams should determine how students participate in required assessments. 


Highly Qualified Professionals 


The quality and skill of a student’s teacher are critical factors in the development of 
academic proficiency, and, as required by NCLB, a well-prepared, highly qualified teacher 
is needed in every classroom. Unfortunately, in several areas such as math, science, and 
special education, a severe and chronic shortage of fully credentialed teachers continues to 
plague our nation’s schools. Consider some of the special education numbers: Of the entire 
nation’s school districts, 98% report shortages of special education teachers, and approxi- 
mately 11.4% of those teaching students with disabilities lack special education certification. 
Moreover, in spite of this serious shortage, the number of people interested in pursuing a 
career in special education has gradually declined (Cook & Boe, 2007; McLeskey, Tyler, & 
Flippin, 2004). 

Among the many unfortunate effects associated with the shortage of highly qualified 
and certified teachers is a lack of skill in providing collaborative and supportive inclusive 
programming. As you will note throughout this text, successful inclusive practices require 
that teachers possess general and specialized skills in both instructional and interpersonal 
domains. In the chapter-opening vignette interview, for example, Sarita (the parent) noticed 
a positive difference in the education of her daughter when she entered Heritage High 
School, which is adequately staffed with highly qualified professionals. Lacking sufficient 
numbers of personnel who possess the needed skills to implement inclusive programs can 
ultimately derail successful efforts of educating students in high-demand general education 
environments. 

As you can imagine, addressing teacher quality in a time of persistent shortages is com- 
plex. For example, although few argue with the need to increase the number of highly 
qualified special-education teachers who, in the words of Margaret Huckaby, give their 
“best effort,” many educators and policy makers are concerned that additional requirements 
can exacerbate current shortages. At the same time, there is apprehension that exempt- 
ing special education teachers from some of the highly qualified standards could widen 
the achievement gap between students with and without disabilities and promote sepa- 
rate systems of teacher qualifications and accountability (Rosenberg, Sindelar, @ Hardman, 
2004). Moreover, policy makers remain unsure of how the current economic downturn and 
reduced budgets for education will influence the demand for special education teachers 
(Boe, deBettencourt, Dewey, Rosenberg, Sindelar, & Leko, 2011). 

The dilemma of enhancing quality at a time of teacher shortages has led policy makers 
to consider alternative routes to certification and streamlined teacher preparation programs 
(Rosenberg, Boyer, Sindelar, & Misra, 2007). These nontraditional teacher preparation 
efforts vary in terms of breadth of coverage and level of support. Although these programs 
remain controversial, most people agree that the programs need to be evaluated in terms 
of long-term retention rates, measures of teacher quality, and impact on student learning. 
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tion of special education service delivery, the legal foundations of special education, and an 
awareness of emerging issues. We presented the following major points in this chapter. 


The evolution of inclusive service delivery 


Until the 1960s, the majority of students with disabilities were educated in segregated 
settings for most or all of the school day. 

Mainstreaming was a policy of integrating students with mild disabilities into general 
education settings, although those students still “belonged” to special education. 

The inclusion movement, founded on the assumption that general and special educators 
share responsibility and accountability in educating students with disabilities, gathered 
strength in the mid-1980s. 

Parents and civil rights advocates used the precedent of Brown v. Board of Education 
(1954) to achieve access to education and due process of law. 

Parents of students with disabilities tend to support inclusion but remain concerned that 
too many educators lack the skills to implement such programming effectively. 

Today, most students with disabilities are educated in their neighborhood schools and 
in general education classes. 


The major legislative acts that are the legal foundation for special education 
and inclusion 


The Individuals with Disabilities Education Improvement Act (IDEA 2004), the most 
recent iteration of the landmark Education for All Handicapped Children Act (EAHCA) 
of 1975, is the most significant legislative effort supporting the education of students 
with disabilities. 

IDEA, a confluence of significant legal decisions and principles, ensures that all students, 
regardless of their disability, receive a free and appropriate public education (FAPE) in 
the least restrictive environment (LRE). 

As part of IDEA, an individualized education program (IEP) containing current students’ 
levels of functioning, annual goals, special education and related services, projected 
dates of services, and the extent of participation in the general education environment 
guides instructional efforts. 

Under IDEA, students and their families have procedural due process protections and 
are ensured of receiving a nondiscriminatory assessment of strengths and weaknesses. 
No Child Left Behind (NCLB), a comprehensive federal initiative designed to improve 
the educational performance of all students, mandates compliance to high standards and 
sanctions states and schools that fail to meet set criteria. 

The major components of NCLB are strong accountability for results, expanded flexibili- 
ty and local control, scientifically based teaching methods, expanded options for parents, 
and highly qualified teacher requirements. These components are having a substantial 
impact on how all students are being educated. 

Section 504 and the Americans with Disabilities Act (ADA) are significant pieces of leg- 
islation that provide protections for students with disabilities who do not match the 
definitions provided under the IDEA statutes. 

Section 504 considers a child with a disability to be one who functions as having a 
disability. 

The Americans with Disabilities Act expands protections to prohibit discrimination in 
employment and public accommodations. 


Inclusion today: Multi-tiered RTI frameworks 


Much of the increased access and enhanced support observed in inclusive schools can be 
attributed to the increased use of multi-tiered RTI service delivery systems. 


Providing an inclusive education for all students requires an understanding of the evolu- ( 


' 
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¢ Although there is no one type of RTI framework, most systems consist of prevention 
and intervention tiers; evidence-based practices; screening, identification, and prog- 
g ress monitoring; and intervention delivery methods—and some are beginning to inte- 
grate UDL. 
¢ The implementation of RTI has been successful in addressing the academic and behay- 
ioral needs of elementary students in inclusive general education classes, yet it is likely 
that these systems will require changes in the roles and responsibilities for both general 
and special educators. 


Tomorrow’s challenges 
¢ Although it is generally accepted that some students with disabilities are unable to meet 
the same standards as their peers, educators and policy makers continue to struggle with 
determining how best to set high standards and assess academic progress. 


¢ A severe and chronic shortage of highly qualified and fully certified special education 
teachers may derail efforts to deliver collaborative and supportive inclusive programming. 


Addressing Professional Standards 


Standards addressed in Chapter 2 include: 
CEC Standards: (1) foundations, (8) assessment, (9) professional and ethical practice 


MyEducationLab 


















Go to the topics Law and Response to Intervention in the MyEducationLab (www 
-myeducationlab.com) for Inclusion, where you can: 
¢ Find learning outcomes for the topic Law and the topic Response to Intervention, 
along with the national standards that connect to these outcomes. 
* Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 
¢ Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Dispositions learning units. 
¢ Examine challenging situations and cases presented in the IRIS Center Resources. 
¢ Check your comprehension on the content covered in the chapter with the Study 
Plan. Here you will be able to take a chapter quiz, receive feedback on your an- 
swers, and then access on Review, Practice, and Enrichment activities to enhance 
your understanding of chapter content. 


After reading this chapter you will: 


e Know who students with learning 
disabilities are, methods used to 
identify students with learning 
disabilities, and the range of settings 
in which they are educated. 


e Be able to describe major 
characteristics of students with 
learning disabilities. 


e Be aware of several practical tips from 
teachers that facilitate the inclusion of 
students with learning disabilities. 
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A VIEW FROM TEACHERS 


How Students with Learning Disabilities Benefit from Inclusion 


We interviewed teachers from Gilpin Manor Elementary School and West Hernando Middle School 
about how students with learning disabilities (LD) benefit from inclusion. The teachers were Me- 
lissa Pratt (pre-K special education teacher), Jeannie Huskins (second-grade teacher), Susan Huff 
(fifth-grade teacher), and Vicki Eng (seventh-grade special education teacher). Here's what they 
had to say. 

Jeannie Huskins, who taught for several years in a separate, special education class at Gilpin 
Manor Elementary, noted the benefits of inclusion by stating, “VWhen they're included, they’re in 
the classroom with their age-appropriate peers. They have, for the most part, good role models. 
It helps to build their self-esteem when they're not away from everybody else... when they're 
included. They are also presented the same curriculum that all other students are getting. They 
miss out on that when they're in a separate class.” 

Vicki Eng, who also taught for several years in a separate class, commented that placing stu- 
dents with LD in an inclusive class “causes me to set my expectations a little higher. When you're 
in a pull-out program, you might think, ‘Oh, well, | don’t know if that student can do this right now— 
let's not even attempt it.’ In a regular class, you're expecting everybody else to do it, so you set the 
bar higher, and you often find out that [students with LD] can meet it and they feel better about them- 
selves, and you take a step back and say, ‘Hey, they can do anything that everybody else can do.'” 

Melissa Pratt reflected on the long-term benefits of placement in an inclusive classroom. “If 
kids are included from the time they're in pre-K, they can learn great things from the other kids. It's 
important that [students with LD] see that coping mechanisms are so important for them. | have 
kids that come back to me that are in high school. When | ask how they're doing, 9 times out of 10 
they're doing OK, give or take a few bumps in the road. But it’s coping mechanisms that help them 
make it and survive. It's really knowing how to figure out your place in the classroom and how you 
cannot rely on the teacher all the time. | think that’s a big issue and something they learn.” 

Vicki Eng addressed the importance of placement in an inclusive setting so that students 
with LD can learn to self-advocate. “Many students with LD don’t understand their disability or 
why they are provided accommodations. | try to help them understand their disabilities, and also 
talk with them about appropriate ways to approach the teacher for support. Being in an inclusive 
class helps them understand their disability better, and gives them an opportunity to learn to 
advocate with teachers and others for accommodations and other supports they need. They learn 
to advocate in a way that is appropriate and doesn't bring negative attention to them.” 
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MyEducationLab 


Visit the MyEducationLab 
for Inclusion to enhance 
your understanding of 
chapter concepts with 

a personalized Study 
Plan. You'll also have the 
opportunity to hone your 
teaching skills through 
video and case-based 
Assignments and Activi- 
ties, Building Teaching 
Skills and Disposition 
lessons, and IRIS Case 
Studies. 





Many general education classrooms include students with learning disabilities. 


Chapter 3 


Finally, Susan Huff summed up the benefits of inclusion for students with learning disabilities 
by stating, “| think it presents an opportunity for them to learn without being judged. It's a nonstig- 
matizing environment for them. Everyone sees them as students, and not based on their labels. 
They get that chance to be normal, and that’s an esteem builder for them, when their disability is 
not an excuse.” 


Introduction 


About 43% of all students with disabilities have a learning disability (U.S. Department of 
Education, 2011). As you might expect, more students with learning disabilities are included 
in general education classrooms than any other students with disabilities. At least one stu- 
dent with a learning disability is included in most general education classes, and many have 
more than one such student. 

Students with learning disabilities are often perplexing to teachers and parents. Perhaps 
the major reason this occurs relates to the fact that most students with learning disabilities do 
not have an obvious disability. Many teachers and parents assume that these students should 
be able to learn the academic content of the classroom with little difficulty. Additionally, stu- 
dents with learning disabilities often have difficulty in a specific academic area (most often 
reading or math) and perform much better in other areas. If you know a person with a learning 
disability, you readily recognize how puzzling and sometimes frustrating this disability can be. 

In general education classrooms, students with learning disabilities struggle to learn academic 
content, in spite of high-quality instruction, and often need assistance or support to succeed. As 
Susan Huff, a fifth-grade teacher from Gilpin Manor Elementary School noted, students with learn- 
ing disabilities benefit from being in a well-designed inclusive classroom that incorporates the 
necessary supports to ensure student success. Benefits include greater access to the general educa- 
tion curriculum, higher expectations, and improved self-esteem. In this chapter, we address how 
students with learning disabilities are identified, as well as the characteristics of these students that 
need to be understood and addressed to ensure that they succeed in an inclusive classroom. 


Who Are the Students with Learning Disabilities? 
Definition 


A quick review of the learning disabilities category is provided in the accompanying box, 
“Just the Facts.” The most widely used definition of learning disability is included in IDEA 
(2004), which states: 





A) In general—The term “specific learning 
disability” means a disorder in one or more of 
the basic psychological processes involved in 
understanding or in using language, spoken or 
written, which disorder may manifest itself in 
the imperfect ability to listen, think, speak, read, 
write, spell, or do mathematical calculations. 


B) Disorders included—Such term includes 
such conditions as perceptual disabilities, 
brain injury, minimal brain dysfunction, dys- 
lexia, and developmental aphasia. 


C) Disorders not included—Such term 
does not include a learning problem that 
is primarily the result of visual, hearing, or 
motor disabilities; of mental retardation; of 
emotional disturbance; or of environmental, 
cultural, or economic disadvantage. (PL 108- 
466, Sec. 602[30]) 
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Just the Facts | Students with Learning Disabilities 








Who are the students? Students with learning disabilities have an uneven pattern of academic 
development, including unexpected underachievement in one or more academic 
areas. This underachievement is not explained by another disability or by envi- 
ronmental, cultural, or economic disadvantage. To be identified, the student must 
need special education services, and the academic problem cannot be overcome in 
general education without these services. 





What are typical ¢ Academic achievement in one or more academic areas is significantly below 
characteristics? grade level. 
¢ Cognitive skill deficits related to memory, attention, impulsivity, and/or meta- 
cognition. 


¢ About one in four students with a learning disability is also identified with 
attention-deficit/hyperactivity disorder (ADHD). 

¢ About one in three students with a learning disability also has problems related 
to social skill deficits and difficulty getting along with others. 

¢ Motivational problems, especially among adolescents, often result from long-term 
academic difficulty and can result in passive learning or learned helplessness. 





What are the demographics? ¢ Approximately 4.8% of school-aged students (ages 6 to 17) are identified with 
learning disabilities. 
e About 43% of all school-aged students who have a disability have a learning 
disability. 
e About three of four students with learning disabilities are male. 





Where are students ¢ Almost 9 of 10 students with learning disabilities are educated for some or most 
educated? of the school day in a general education classroom. 
e About 1 of 10 students with a learning disability is educated in separate settings 
for most or all of the school day. 


3 How are students identified? ¢ Unexpected underachievement in one or more academic areas is the primary 
criterion for identifying students with learning disabilities. 

e A severe discrepancy between expected achievement level (as determined by a 
standardized test of intelligence) and actual achievement level (as determined 
by a standardized achievement test) has traditionally been used to identify 
unexpected underachievement. 

e After unexpected achievement is documented, the exclusion clause is applied 
to student identification. This ensures that another disability or environmental, 
cultural, or economic disadvantage did not cause the underachievement. 

e IDEA 2004 has mandated that a student’s response to a scientific, research- 
based intervention may be used to identify unexpected underachievement for 
students with learning disabilities. This response-to-intervention approach is 
being increasingly used in states for student identification. 





What causes learning e The cause of a learning disability in most instances is unknown. 
disabilities? e Researchers assume that some type of abnormal brain function causes learning 
disabilities. 


¢ Hereditary factors contribute to learning disabilities, as these difficulties often 
tend to run in families. 

e Research using highly effective, research-based practices has demonstrated that 
some learning disabilities are caused by the lack of high-quality instruction. 





What are the outcomes? e Reading disabilities tend to cause students to have difficulty with other academic 
areas (e.g., mathematics, social studies, science) as they move through school 
and content becomes more complex and requires more advanced reading skills. 

e About 6 of 10 students with learning disabilities graduate with a standard 
diploma, and about 3 of 10 drop out of school. 
¢ Most learning disabilities persist into adulthood, although many learn to at least 
4 partially compensate for the disability. 
e Many adults with learning disabilities have difficulty finding good employment 


and achieving satisfaction in life. 
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As you review this definition, you will see that the most important consideration in 
defining a learning disability is low achievement in one or more academic areas such as reading . 
or mathematics. It is assumed that some type of underlying psychological processing disorder q) 
causes this difficulty. For example, a student may have difficulty learning to read because of 
a problem with language, or a student may have difficulty using sound—symbol relationships 
to sound out words, often referred to as a phonological processing problem (Ritchey, 2011). 

The federal definition of learning disability includes 
several terms that have been used in the past or are cur- 
rently used by some (e.g., dyslexia, perceptual disabilities) 
and are included as part of this category. A final aspect 
of the definition is the so-called exclusion clause, which 
educators use to make sure that the primary reason the 
student struggles academically is a learning disability. Oth- 
er possible causes of the underachievement are excluded, 
such as another type of disability (e.g., visual impairment) 
or environmental conditions such as poor teaching. 

Federal law does not require that states use this definition. Nonetheless, more than 80% 
of states use the federal definition of learning disability as written in law or with slight altera- 
tions. The remaining states use sections of the federal definition or definitions from other 
sources, but these alternative definitions tend to include underachievement and the exclusion 
clause as key components (Reschly & Hosp, 2004). 


Pause & Reflect 










Have you known a person with a learning disability? 
Discuss this person's learning characteristics with a peer 
in class. Did the person perform well in some areas and 
not in others? Was the disability perplexing? Frustrating 
(especially to the person with a disability) ? 






Identification of Students with Learning 
Disabilities 

From the 1970s until recently, the primary approach that educators have used to identify 
students with learning disabilities has included the determination of unexpected underachieve- 
ment (also called a severe discrepancy). Educators determine this underachievement by exam- » 
ining the discrepancy between a student’s actual and expected achievement levels and then 
using the exclusion clause to make sure the discrepancy is not caused by other factors (e.g., 
environmental factors, poor teach- 

ing, or another disability). 


Identification Using a Se- 

vere Discrepancy Approach 

When educators use the severe 
discrepancy approach to identify 
students with learning disabilities, 

the primary criterion relates to un- 
expected underachievement. This 

is determined based on a severe 
discrepancy between the student's 
expected achievement level and ac- 

tual achievement level. To illustrate 

how educators determine a severe 
discrepancy, consider a student 

with an average score of 100 ona 
standardized test of intelligence, 

who would be expected to achieve 

at an average level or on grade level. 

If this student is a fifth grader and , 
achieves on a second-grade level 6 
otek in reading on a standardized read- 
Many students with learning disabilities have difficulty in some academic areas, but do well in others. _ ing test, the difference between his 
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expected achievement level (fifth grade) and actual achievement level (second grade) in read- 
ing would be evidence of a severe discrepancy or unexpected underachievement. 

Based on this approach, the presence of a severe discrepancy is the primary criterion 
used for identification of students with learning disabilities. However, after determining 
that a student has a severe discrepancy, other factors must be excluded as possible causes 
of the unexpected underachievement. This exclusion clause criterion is used to ensure that 
the severe discrepancy is not the result of another disability or environmental factors such 
as the student's cultural background, language used in the home, economic disadvantage, or 
poor teaching. The primary cause of the underachievement must be the learning disability, 
and not other, related factors. 

In addition to these criteria, a student who is identified with a learning disability must 
demonstrate a need for special education and related services to an extent that the academic 
underachievement cannot be overcome in the general education classroom without these 
services. This requirement relates to the exclusion clause, in that students may not be iden- 
tified with a learning disability if they have not had the opportunity to learn due to factors 
such as school absences or poor teaching. 

Educators have criticized the severe discrepancy approach to student identification for 
three primary reasons. First, this method requires that a student fall significantly behind 
grade level academically before a severe discrepancy exists. Thus, it is difficult for children 
in the early elementary grades to meet this criterion, when they are learning basic academic 
skills and can only be one or two years behind grade level. Furthermore, a student will 
often fail academic subjects and perhaps be retained in grade before the discrepancy is large 
enough to be identified with a learning disability. Many professionals have expressed a strong 
preference for using preventive approaches to addressing student needs rather than this type 
of “wait-to-fail” approach (Fletcher, Denton, & Francis, 2005). 

A second criticism of this approach is that many professionals have found that the 
methods that are used to determine a severe discrepancy are not reliable or valid (Fletcher, 
Lyon, Fuchs, & Barnes, 2007; Gresham & Vellutino, 2010). This has resulted in the use ofa 
range of alternatives for determining a severe discrepancy across states that have been called 
“confusing, unfair, and logically inconsistent” (Gresham, 2002, p. 467). This use of differing 
methods has contributed to a wide variation in the identification rates for school-aged stu- 
dents (ages 6 to 17) with learning disabilities across states, which range from 1.9% to 7.3% 
(McLeskey, Landers, Hoppey, & Williamson, 2011). 

A final criticism of this severe discrepancy approach to identification is that professionals 
have lacked a systematic method for determining whether a student's academic difficulty is 
due to a lack of good teaching or a persistent learning disability. This shortcoming presents a 
serious problem with regard to student identification. Some students may be struggling with 
academic content areas because they have not been provided with evidence-based, highly ef- 
fective instructional strategies, while others have a learning disability and struggle academi- 
cally in spite of receiving high-quality instruction. Do these criticisms seem extreme enough to 
change the approach used to identify students with learn- 
ing disabilities? Educational professionals continue to de- 
bate what method should be used to identify students with 
learning disabilities (Fletcher & Vaughn, 2009; Hale, Al- 
fonso, Berninger, et al., 2010). 

As a result of criticisms regarding the severe 
discrepancy approach to the identification of students with 
learning disabilities, IDEA 2004 included a stipulation that 
states must permit the use of a method to identify these 
students that emphasizes the student’ response to scien- 
tific, research-based interventions (IDEA, 2004, PL 108-466, Sec. 614 (b)). IDEA 2004 also 
included a stipulation that states cannot require local schools to use a severe discrepancy to 
identify students with learning disabilities (PL 108-466, Sec. 614 [b] [6] [A-B]. Educators have 
developed an alternative approach to student identification, response to intervention (RTT), 
in reply to these changes (Mellard, McKnight, & Jordan, 2010; Fletcher & Vaughn, 2009). 


Pause & Reflect 









Does the severe discrepancy approach to identifying 
students with learning disabilities seem logical to you? Is 
the criticism that this approach requires a student to “wait 
to fail” before identification an important criticism? Why or 
why not? 
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For more information| 
onthe use of RTl, | 
see Chapter 13. j 





Many students are identified with learning disabilities based on how they respond to high-quality Idaho 
instruction in a general education classroom. ' 


identification Using a Response-to-Intervention Approach 

The RTI approach to identifying students with learning disabilities continues to emphasize 
the use of unexpected underachievement as the primary criterion for student identification. 
However, this approach is conceptualized differently than when a severe discrepancy is 
used. Response to intervention typically includes the following steps (Reschly, 2005): 


1. Students receive high-quality instruction in the general education classroom in core content 
areas (i.e., reading and mathematics). This is often called Tier 1, or primary prevention. 


2. Educators use screening measures to determine which students are struggling academi- 
cally, in spite of high-quality instruction in the general education classroom. For students 
who struggle academically, teachers provide secondary prevention, or Tier-2 instruction, 
in the general education classroom. This instruction may include systematic, structured 
teaching, small-group instruction (three to six students), peer tutoring, and so forth. 


3. Teachers monitor student progress during Tier-2 instruction. For those who continue 
to struggle, Tier-3 instruction is provided, which includes intensive, individualized 
interventions using highly effective instruction and frequent monitoring of student 
progress. 


For students who do not respond to this high-quality instruction, poor teaching has been 
eliminated as a possible cause of the students’ low achievement. These students are then 
referred to a multidisciplinary team for possible identification with a disability. Although 
several states have adopted an RII approach to the identification of students with learning 
disabilities (Zirkel & Thomas, 2010), IDEA 2004 allows states to continue to use a severe 
discrepancy approach, or a combination of these methods to identify students with learning 
disabilities. 


Prevalence 


Learning disability is the largest disability category and includes about 43% of all students 
with disabilities (U.S. Department of Education, 2011). Approximately 4.8% of all school- 
aged students (ages 6 to 17) in the United States are identified with learning disabilities. 
To put this information into perspective, in a typical classroom of 25 students, it would be 
expected that most often 1, but occasionally 2, students would be identified with a learning 
disability. This number may vary based on a variety of factors, including differing identifi- 
cation rates across states and local school districts and clustering of students with learning 
disabilities in certain schools or classrooms within schools. 

It is noteworthy that 
identification rates for stu- 
dents with learning disabili- 
ties vary considerably both 
across and within states (U.S. 
Department of Education, 
2011). For example, identi- 
fication rates in states range 
from a low of 1.9% in Ken- 
tucky to a high of 7.3% in 
lowa. Delaware, Pennsylva- 
nia, and Oklahoma identify 
more than 6% of students 
with learning disabilities. In 
contrast, 1] states identify 
fewer than 4% of students 
with learning disabilities, 
including Arkansas, Colo- 
rado, Connecticut, Georgia, 
Kentucky, Louisi- 
ana, Maryland, Minnesota, 
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Mississippi, and Missouri (McLeskey, Landers, Hoppey, & Williamson, 2011). Similar differ- 
ences exist across school districts within states, likely as a result of differing approaches used 
to identify students and demographic factors (e.g., poverty rate). 

The number of students with learning disabilities grew rapidly from the 1970s through 
the 1990s, and peaked at 5.75% of the school-aged population in 2000 (McLeskey, Landers, 
Hoppey, & Williamson, 2011). This growth likely reflected the newness of the category 
(the term learning disability and a related definition initially appeared in federal law as part 
of the Learning Disabilities Act of 1969 [Part G, Title VI, PL 91-230]) and a subsequent 
federal law (i.e., PL 94-142, the Education for All Handicapped Children Act, later re- 
named IDEA, passed in 1975) mandating that all students with disabilities be identified 
and provided services. Since the 2000-2001 school year, the identification rate for students 
with LD has declined significantly, to approximately 4.8% for the 2008-2009 school year 
(McLeskey et al., 2011). 


Service Delivery 


During the 1970s and 1980s, many students with learning disabilities were educated in 
separate settings for much of the school day (McLeskey, Henry, & Axelrod, 1999; McLeskey 
& Pacchiano, 1994). More recently, the number of students with learning disabilities who 
are included in general education classrooms for most or all of the school day has increased 
significantly (McLeskey et al., 2011). These increases have been influenced by two primary 
factors: (1) research demonstrating that most students with learning disabilities benefit from 
spending most of the school day in general education classrooms (McLeskey & Waldron, 
201la, 2011b; Salend & Garrick Duhaney, 2007); and (2) federal and state initiatives 
emphasizing that students with disabilities should be educated in less restrictive settings 
(e.g., Will, 1986). 

The changes in the number of students with learning disabilities who are included in gen- 
eral education classrooms are illustrated in Table 3.1. For example, in the early 1990s, 22% of 
students with learning disabilities spent most or all of the 
school day (i.e., 80% or more) in a general education class- 
room. By 2008-2009, this number had increased signifi- 
cantly, as 62% of students with learning disabilities spent 
most of the school day in a general education setting. 

Another important change that is illustrated in 
Table 3.1 is the decrease in the number of students with 
learning disabilities who spend very little of the school 
day in general education classrooms (i.e., less than 40% 


Pause & Reflect 


might this be done? 


Table 3.1 Percentage of School-Aged Students with Learning Disabilities, Ages 6-21, 
Taught in Different Placement Settings, 1990-1991 and 2008-2009 


Placement Settings 





Limited Amount 


| Most of the Some of the of the School Day 
: School Day School Day (less than 40%) or | 
School Year (80% or more) (40% to 79%) Separate School? 
_ 1990-1991 22% 53% 25% / 
| 2008-2009 62% 28% 10% 
| "This setting is made up of several placement settings that are reported by the U.S. Department of Education, 5 
' including a public separate facility, private separate facility, public residential facility, private residential facility, | 


E and home/hospital environment. ; et 
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Source: Data from U.S. eae of Education 0201 1). Individuals with Disabilities Education Act Data. 
Retrieved May 31, 2011, from https://www.ideadata.org/index.html 


The rapid growth of inclusive programs in schools has 
caused some problems with developing high-quality 
programs for students and has produced some teacher 
opposition to inclusion. Why do you think this occurred? Is 
it important that schools overcome this opposition? How 
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of the school day or in a separate school). In 1990, about | in 4 students with learning 
disabilities were educated in one of these highly restrictive settings. This number declined 
substantially by 2008-2009, as only 1 in 10 students with learning disabilities are now 
educated in these settings. 

The data in Table 3.1 illustrate that schools have rapidly moved toward educating 
increasing numbers of students with learning disabilities in general education classrooms for 
most of the school day. Much of this growth in general education placements has occurred 
since the 2000-2001 school year (McLeskey et al., 2011), and we anticipate that this trend 
toward educating increasing numbers of students with learning disabilities in general educa- 
tion classrooms will continue in the coming years. 


Major Characteristics of Students 
with Learning Disabilities 


The major characteristic of the learning disability category is its heterogeneity (Mercer & 
Pullen, 2009). This diversity has resulted in what some researchers have characterized as 
different subtypes of learning disabilities (Fletcher, Lyon, Fuchs, & Barnes, 2007). Given 
the heterogeneity of the learning disability category, it is important to keep in mind that 
the characteristics we discuss in the following sections apply to some but not all students 
with learning disabilities. A second point to keep in mind as you review this information 
is emphasized by Vicki Eng, seventh-grade teacher at West Hernando Middle School: “It’s 
amazing that other students who are not labeled have many of the same characteristics as 
students with learning disabilities.” Many students who are not identified with a learning 
disability exhibit some of these characteristics at some level, although often not to the 
extremes exhibited by students with learning disabilities. 


Academic Characteristics 


As we've noted previously, the main characteristic that educators use to identify students 
with learning disabilities is underachievement. All of these students share a common 
characteristic related to academic difficulty in one or more of the following areas: oral 
expression, listening comprehension, written expression, basic reading skill, reading flu- 
ency skills, reading comprehension, mathematics calculation, and mathematics problem 
solving. 

The most common LD is in the area of reading. Approximately 80% of students with 
learning disabilities have difficulty in learning to read (Feifer, 2011). Evidence suggests that 
reading difficulties often relate to prob- 
lems with word recognition and spelling, 
reading fluency and automaticity, and/or 
reading comprehension (Fletcher, Lyon, 
Fuchs, & Barnes, 2007). 

As students move through school, 
reading difficulties can cause problems 
with all subject areas. For example, in 
later elementary school, mathematics re- 
quires greater levels of reading skill as the 
curriculum includes word problems and 
increasingly complex steps for problem 
solving. Reading difficulties become more 
and more challenging for adolescents 
with learning disabilities, as the content- 
area curriculum in all areas becomes more 
complex, and the gap between student 





Most students with learning disabilities have difficulty learning to read. skills and classroom demands increases 
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(Lenz & Deshler, 2004). This contributes to the difficulty students with learning disabilities & ee 


have in passing high-stakes tests and making passing grades; about one in three of these T We provide more 
9 students fail content-area courses (Lerner & Johns, 2009). A close collaborative relationship __ information on collab 


between a general and special-education teacher is often needed to address the complex aa ode 


needs of a student with LD who struggles with learning to read. See the View from a os 
Teacher feature for more information regarding how to make co-teaching with these stu- 
dents successful. 

Some students with learning disabilities also have difficulty in learning mathematics. 
These problems may relate to math computations (e.g., learning math facts at a level that 
allows quick, automatic responses, or difficulty learning strategies to complete math calcu- 
lations) or math problem solving (e.g., using strategies to complete word problems) (Fletcher 
et al., 2007; Geary, Hoard, & Bailey, 2011). The number of students with learning disabilities 
who have difficulty with math increases as these students get older, primarily because other 
difficulties such as limited reading skills or attentional problems impede the development 
of math skills. 

Finally, some students with learning disabilities have difficulty with written expression. 
These students tend to produce written products with technical errors (i.e., punctuation, 
grammar), as well as poor organization and limited development of ideas (Lerner & Johns, 
2009). As with reading and math problems, difficulty with written expression tends to cause 
increasingly more problems for students with learning disabilities as they move through 
grade levels and as the curriculum becomes more complex. 
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Two Teachers Are Often Needed to Support 
Students with LD 


Kim Miller is a special education teacher who has worked with several co-teachers in grades 3 and 4 at Gilpin 
Manor Elementary. When working with students with LD, she emphasizes the need to collaborate with her gen- 
eral education co-teachers to meet the needs of all students who are struggling to learn to read. This is especially 
true when providing intensive tiers of instruction for students with LD, and coordinating this instruction with the 
curriculum of the general education classroom. 

When collaborating with co-teachers, Kim advises them to “get to know your teammates. You have to get to 
know their strengths, their weaknesses, what they feel comfortable with.” She goes on to note that co-teaching “is 
all about attitudes. You can tell right away. .. . You really have to have a teacher who is willing to work with these 
students and understands their disabilities. It’s all about teachers’ relationships with each other.” 

Kim’s favorite co-teachers are those who have some background in special education, especially a teacher 
who is dual certified in general and special education, as she is. These are teachers who have both deep knowl- 
edge of the content taught in the classroom, as well as methods for adapting instruction to ensure that all students 
learn this content. “I enjoy having a general education teacher that is on board with inclusion, and she [or he] is 
basically a special education teacher as well. That makes a big difference. They are more understanding, nurtur- 
ing, and tolerant of students with disabilities, and can meet the students’ needs when I’m not in the classroom.” 

Kim concludes by noting “you have to have a great teammate. You have to be flexible and have good commu- 
nication with your co-teaching partner. Scheduling is a big thing. You have to respect [your partner's] schedule, 
and [she or he has] to respect yours. The other thing is being prepared. You have to know ahead of time what’s 
going on. There are always times when you adapt a test on the run, we have to do that. But being prepared when- 
ever you can is important. [My co-teacher will] shoot me an e-mail and say tomorrow in math we're going to be 
3 doing this lesson; I want you to work with these kids. Then I know what lesson, what the kids’ needs are, then 
I can develop a lesson or pull whatever I have.” 
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We provide addi- 
tional information 
regarding instruc- | 
tional strategies for | 
teaching students | 
who struggle learn- 
ing core content in | 
reading, mathemat- 


ics, and writing in 
Chapter 13. ) 
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me Cognitive Characteristics 


Students with learning disabilities have a range of cognitive deficits that contribute to their 
learning problems. As with academic problems, none of these deficits is common to all 
students with learning disabilities. We discuss the most common deficits next. 


Memory Problems 

Memory problems may be manifested in learning relatively simple material such as sight 
vocabulary or math facts, or may reflect a lack of effective strategies for learning more 
complex material. Students with learning disabilities also frequently have difficulty with 
working memory, which is the memory that is needed to perform a particular task (Feiler, 
2011). Problems with working memory impact the ability to see something, think about it, 
and then act on this information (Siegel, 2003). 


Attentional Problems 

Approximately 25% of students with learning disabilities also have ADHD (DuPaul, 2007), 
and many more have some difficulty with attention or impulsive behavior. These students 
have difficulty selectively attending to information and sustaining attention over time. They 
also have problems related to impulsivity (i.e., responding without thinking) when pre- 
sented with oral and written problems or questions in class. Finally, these students might 
have difficulty sitting still in class and may be easily distracted. 


Metacognitive Deficits 

Many students with learning disabilities have problems with monitoring their thinking 
processes (Mercer & Pullen, 2009). These difficulties with metacognition often prevent stu- 
dents from using a series of steps in solving a complex math problem or monitoring their atten- 
tion to information to ensure that they comprehend written material. Strategies for addressing 
metacognitive problems have been used effectively with students with learning disabilities. 
These include the use of advance organizers before presenting material, and providing stu- 
dents with strategies for planning and organizing material as they study academic content. 


Social and Motivational Characteristics 


Many students with learning disabilities have social and motivational difficulties that in- 
fluence school performance. Social problems relate to how well these students get along 
with others; motivational difficulties may influence academic progress. This might result in 
what Susan Davis, an eighth-grade teacher at West Hernando Middle School, describes as 

an “I can’t do it attitude” for many students with learning 


Pause & Reflect disabilities. Descriptions of the more common social and 













mathematics skills? 


Discuss with a peer in class an activity that is important 
to you but in which you do not perform well (e.g., music, 
sports, science, mathematics). How does your poor 
performance affect your motivation to engage in this task? 
How does your experience relate to motivational prob- 
lems exhibited by persons with learning disabilities who 
repeatedly fail when attempting to learn to read or learn 


motivational problems manifested by students with learn- 
ing disabilities are subsequently provided. 


Social Problems 

Social skills are a strength for many students with learning 
disabilities, but researchers estimate that approximately 
one third of these students have social-skills deficits 
(Lerner & Johns, 2009). These difficulties relate to how 
well students get along with teachers and peers, and may 
relate to: 


* Lack of skills needed to build social relationships 

* Exhibiting aggressive actions or negative verbal behaviors 

* More attention-seeking or disruptive behaviors 

* Displaying more insensitive and less tactful or cooperative behaviors when interacting 
with others (Bryan, Burstein, & Ergul, 2004) 


These social-skills difficulties may lead to social isolation of students with learning 
disabilities and problems getting along with peers and teachers. They may also result in 
students with learning disabilities being the target of bullies (Weiner, 2004). It is important 


= 
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to note that the low social status of some students with LD 
may relate to the students’ low achievement (e.g., placement 
in a separate class with other students who are low achieving). 
Thus, when students with learning disabilities are included in 
general education classes, it is important that teachers recog- 
nize and address these social issues, to ensure that they do not 
increase the students’ adjustment problems and contribute to 
underachievement. 


Motivational Problems 

Repeated difficulty in learning academic content often leads 
students to avoid the content, deny that a problem exists, and 
give up quickly when presented with new information related 
to the content. In short, the student’s motivation is influenced 
by continued difficulty in mastering content. 

As students with learning disabilities move into middle and 
high school, motivational problems often become more extreme. 
For some of these students, repeated failure may cause them to 
become passive learners and develop an attitude toward learn- 
ing that has been characterized as learned helplessness (Lerner 
& Johns, 2009). These students react passively to tasks, do not 
actively engage in learning, and often wait for the teacher to tell 
them what to do rather than actively try to solve a problem. 

The most important factors in maintaining a high motiva- 
tion level for students with learning disabilities involve recognizing when these issues arise 
and addressing them by providing effective instruction that is appropriate to the students’ 
needs. Teachers may also address these problems by teaching students learning strategies 
that they can use to actively engage in learning and by directly teaching social skills. 


Teaching Students with Learning Disabilities 
in Inclusive Classrooms: Tips from Teachers 


Although students with learning disabilities are often characterized as having mild difficulties, 
including them in general education classrooms can become very complex and demanding, 
even for skilled teachers. We interviewed four teachers who co-teach in inclusive classrooms 
at Gilpin Manor Elementary School and West Hernando Middle School, including Melissa 
Pratt (preschool special education teacher), Susan Huff (fifth-grade teacher), Susan Davis 
and Lisa Hallal (eighth-grade special education teachers). They offered the following tips 
to support the successful inclusion of students with learning disabilities in elementary and 
secondary classrooms. 


¢ Differentiate instruction by using technology. Melissa Pratt addressed the importance 
of differentiating instruction for all students, even though this task is difficult and time 
consuming. Melissa emphasized the importance of using technology to ensure that all 
student needs are met. She went on to note that students with disabilities need models, 
and that a multisensory approach works best for them. She feels that technology is going 
to provide a “gateway” to support teachers as they differentiate instruction. Melissa pro- 
vides an example from her class using a Smartboard to make instruction multisensory 
and interactive. “I did the story of The Three Bears and we actually got to see Goldilocks 
eat the different things, break the chairs, and run away when the bears came home.” 
The teacher goes on to note that if her students had simply read the text of the book, 
they would have seen the pictures, and some might have been able to provide some 
of the information from the book. “But we read it, they saw the pictures, they saw the 
animation, they were engaged, and they can answer questions about the story.” Melissa 
concludes that the use of this type of multi-sensory teaching using technology improves 
learning outcomes for all students, and makes learning more enjoyable. 





When students with learning disabilities are pulled out of 
general education classrooms, they should be provided high- 
quality, intensive, small-group instruction. 


We provide informatic 


on effective instruc- 
tional strategies for 
teaching students in 
secondary content 

areas in Chapter 14. 
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¢ Provide students extra help when they don’t learn something during a class period. 


Lisa Hallal noted that there are times when students don’t understand the content during 
a class period, and she doesn’t have time to help them. “Some students need more than 
we can give them during class, or they just don’t get it during some lessons. It doesn’t 
take much time to help them get it in small groups or one on one. We need to give them 
time and patience and help them walk through the work with guided practice.” 

When this occurs, teachers at West Hernando do not pull students out of academic 
subjects. Rather, they find other times to help the students that do not take time away 
from other instructional time. This is done during an after-school program that gives 
students the extra help they need. Thus, if some students do not get the math lesson 
during class, they receive tutoring after school addressing the content they do not un- 
derstand. As Lisa Hallal noted, “Our help takes a little frustration away from them. 
Knowing they have the support they need helps them get through things. They don’t 
resist because they know we really want to help them. They learn that it’s not easy, but 
if I put an effort into it, the extra work does pay off.” 

Keep expectations high for students with learning disabilities. Susan Davis believes 
that this is one of the major challenges teachers face when students with LD are included 
in general education classrooms. She noted that when students with learning disabilities 
move from a separate class to an inclusive general education classroom, expectations for 
their academic achievement and behavior increases substantially, and the students are 
usually able to fulfill the expectations. However, it is not easy. Some students with LD in 
an inclusive classroom “see the high expectations and often come in at first with a ‘can’t 
do it attitude.” She went on to note that teachers “need to give them support to make 
sure they do get it. You may do some guided practice, and they get it. Or provide them 
with scaffolding until they get the information. It takes them a while to learn that you'll 
give them the support they need and they can do it.” 

Continuously grow as a teacher. Susan Huff talked about the complexity of teaching 
a broad range of students in an inclusive classroom, and the need to continuously grow 
as a teacher to meet this challenge. “I think that I am continually growing. . . . I don’t 
know if I would say that I am successful just yet. I know I’ve learned a lot. I know I’ve 
changed—made modifications in my style of teaching—and it’s just a continual growing 
process. I’m not where I would want to be just yet, but I’m getting there.” Susan went on 
to note that she uses many approaches to continue to grow as a teacher. One approach 
she uses is to “work with special educators, having them help me with my planning, 
having them use their background knowledge to help me.” She commented that she also 
learns by taking advantage of good professional development that fits her needs, and 
learns from her own experiences in the classroom. 


This chapter addressed the following topics: 


Who are students with learning disabilities? 


* The primary criterion used to identify students with learning disabilities is unexpectedly 
low achievement. This criterion is defined by either a severe discrepancy between expect- 
ed and actual achievement levels, or a procedure that examines the student’s response to 
research-based interventions (i.e., response to intervention). 

* About 43% of all students with disabilities, or 5% of the school-aged population, are identi- 
fied with learning disabilities. 


* The number of students with learning disabilities grew rapidly across the United States 


until the mid-1990s. Since that time, the number of students in this category has decreased 
significantly. 
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¢ We do not know what causes most learning disabilities, although it is assumed that these 
disabilities are somehow related to abnormal brain function. Learning disabilities seem 
2 to run in families, and they may be caused by poor teaching. 
* Most students identified with learning disabilities are educated for most of the school 
day in general education classrooms. 


Major characteristics of students with learning disabilities 


* Students with learning disabilities are characterized by unexpectedly low achievement. 
About 80% of students with learning disabilities have low achievement in reading. Other 
common areas of underachievement include mathematics and written expression. 

¢ The learning disability category is very heterogeneous. Significant subgroups of these 
students, however, are characterized by: 

* Cognitive skills deficits related to memory, attention, and/or metacognition 

¢ Social problems that result in difficulty getting along with others 

* Motivational problems that often result from prolonged failure in one or more 
academic content areas 


Teaching students with LD in inclusive classrooms: Tips from teachers 


¢ Technology should be used to support differentiation of instruction for all students, 
including those with LD. 

¢ Expectations for students with learning disabilities should be kept high when they are 
taught in inclusive classrooms. 

¢ Students with LD should be provided with additional instruction when they do not 
master content in the general education classroom. 

¢ Teachers should continue to learn and grow professionally to meet the challenge of 
teaching students with LD in inclusive classrooms. 


Addressing Professional Standards 





Standards addressed in Chapter 3 include: 


CEC Standards: (1) foundations, (2) development and characteristics of learners, (3) individual 
learning differences, (4) instructional strategies. 


MyEducationLab 






Go to the topic Learning Disabilities/ADHD in the MyEducationLab (www 
-myeducationlab.com) for Inclusion, where you can: 
¢ Find learning outcomes for Learning Disabilities/ADHD, along with the 
national standards that connect to these outcomes. 
¢ Complete Assignments and Activities that can help you more deeply under- 
stand the chapter content. 
¢ Apply and practice your understanding of the core teaching skills identified 
in the chapter with the Building Teaching Skills and Dispositions learning 
units. 
¢ Examine challenging situations and cases presented in the IRIS Center 
Resources. 
¢ Check your comprehension on the content covered in the chapter with the 
Study Plan. Here you will be able to take a chapter quiz, receive feedback on 
your answers, and then access Review, Practice, and Enrichment activities to 
enhance your understanding of chapter content. 
















REYSLORICS 


After reading this chapter you will: 


| ¢ Know who the students with 

| attention-deficit/hyperactivity disorder 

| (ADHD) are, the methods used to 
identify students with the disability, 
and the range of settings in which 
they are educated. 


e Be able to describe major characteris- 
tics of students with ADHD. 


e Know how medication is used to 
address the symptoms of ADHD. 


e Be aware of several practical tips from 
teachers that facilitate the inclusion of 
students with ADHD. 
























A VIEW FROM TEACHERS 


How Students with Attention-Deficit/Hyperactivity Disorder Benefit 
from Inclusion 


We interviewed two teachers from West Hernando Middle School who have worked with many 
students with ADHD who were included in general education classrooms. Eileen Walls is a 
behavior specialist, and Laura Scott is a seventh-grade special education teacher. 


Eileen Walls noted: 


The biggest benefit [for including students with ADHD] is that they learn to cope effec- 
tively in the regular classroom. Why do they need to learn to cope? They don't get to shop 
at a special-education Publix when they graduate from high school. There is no special- 
education line at the bank for them. They have to learn to be successful and be a contribut- 
ing member of the school community. And when they're out of school, they need to be 
lk a contributor to a more global community, whether it is their work environment, or home 

environment, or church or their own neighborhood. It is important to learn coping strate- 

gies so they can be successful later in life and contribute. 


Laura Scott addressed academic and social benefits for including students with ADHD: 


When we had separate classes, it seemed that the curriculum automatically started getting 
watered down and covered at a slower pace. We didn't cover the wealth of information 
that’s in the regular curriculum. Students with ADHD benefit academically from being in 
a general education classroom where there is a general education teacher who is well 
versed in the curriculum being taught, whether it's math, English, geography, or whatever. 
So it’s better academically to be in general education. 


Socially, it's better for them as well. Their day is just like everyone else’s day, and that's 
really important to them. There's a stigma for kids going out of the regular classroom, 
especially for kids with mild disabilities. All of the students know who the English teachers 
are, so it’s tough on students when they tell people who their teacher is and they know 
it's the teacher for the “slow” kids. In the regular class, none of the students really knows 
the function of the special-education teacher. We're just co-teaching. We work with all the 
kids, some one at a time, some in small groups. Sometimes we teach the whole class. So 
none of the kids is stigmatized. 
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Laura Scott also discussed two key issues when teaching students with ADHD in inclusive 
classrooms. One key is to get to know the student well: 


The challenges for these students are different, depending on the severity of the ADHD. () 
Some kids are pretty easy to handle; others need more help. The key is really knowing the 
child, and what that child can handle. What are the warning signs that they are going to 

have a bad day? You can put the label of “ADHD” on lots of kids, but the label doesn't look 

the same on every child. 


A second key is to recognize that academics and the student’s ADHD-type behaviors are 
closely related: 


| always keep in mind that much of their behavior is a front or escape from having to do 
the work that they know they can’t do. My job is to make sure there’s a lot of academic 
support, making them sure they can do the work. Reassuring them that | will help them, 
I'm not going to leave them out there hanging on their own. If they think they're going to 
get help and support, they're much more likely to tackle the work and alleviate some of that 
behavior that comes from wanting to escape the work. 


MyEducationLab 
Visit the MyEducation- Introduction 


Lab for Inclusion 
to enhance your 





What do you think of when someone says a child is “hyperactive,” or “He’s ADHD”? 


understanding of chapter Most of us have many preconceived notions about attention-deficit/hyperactivity disor- 
ONIONS Mules) steams der (ADHD). You've probably heard friends mention this term, and you may have seen 
Se occ stories on television, in the print media, or on the Web addressing ADHD. This wide- 

to hone your teaching spread media coverage likely occurs, at least in part, because the primary characteristics 

skills through video and of this category—inattention, impulsivity, and high levels of activity—are so common. | 
case-based Assignments Almost all young children exhibit these behaviors at some level, and so do many adults. ¢) 


and Activities, Buildin 
arate ys As you may have noticed, circumstances may increase the occurrence of these behaviors 
Teaching Skills and 


Disposition lessons, and for any of us. (Think of a young child left unsupervised in a grocery store, or a college 
IRIS Case Studies. student who sits through a boring 50-minute lecture.) Circumstances may also decrease 
the occurrence of these behaviors. (Remember that highly stimulating col- 
lege class, when time passed so quickly, or a child watching a movie that 
he finds very interesting.) 

It seems that ADHD is so interesting to many people because persons 
who are given this label are so much like the rest of us. As a special edu- 
cator once noted, “Students with ADHD are just like everybody else, only 
more so.” This perhaps is the essence of the ADHD category. These are 
students who bring many strengths into the classroom; however, certain 
aspects of their behavior (inattention, impulsivity, and/or activity level) 
are so extreme that they interfere with everyday life activities such as 
school. 

Eileen Walls and Laura Scott, teachers at West Hernando Middle 
School in the chapter-opening “View from Teachers” feature, noted that 
students with ADHD benefit in many ways when they are included in gen- 
eral education classrooms. These benefits may relate to improved academic 
skills or social adjustment as well as preparation for coping with life be- 
yond school. In this chapter, we address how students with ADHD are 
identified, and the characteristics of these students that need to be under- 
stood and addressed to ensure that they succeed in an inclusive classroom. 
We also discuss the use of medication to control the symptoms of ADHD, 
Many students in general education class- and conclude the chapter with a description of several tips from teachers d) 


rooms have some of the characteristics of regarding how to successfully include these students in general education 
ADHD (inattentive, impulsive, highly active). classrooms. 
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Who Are Students with Attention-Deficit/ 
* Hyperactivity Disorder? 


Definition 
For a quick overview of the ADHD category, refer to “Just the Facts: Students with ADHD” on 
the next page. The definition that is most widely used to identify students with ADHD was de- 
veloped by the American Psychiatric Association (APA, 2000) and defines ADHD as “a persis- 
tent pattern of inattention and/or hyperactivity-impulsivity 
that is more frequently displayed and more severe than is 
typically observed in individuals at a comparable level of 
development” (p. 85). This definition also includes symp- 
toms that are used for student identification that are shown 
in Figure 4.1. This definition and related criteria have been 
thoroughly researched and revised on several occasions. 

As you review the behavioral symptoms used to iden- 
tify ADHD in Figure 4.1, you should attend to several key 
issues that are intended to improve the reliability of stu- 
dent identification: 


Pause & Reflect 













Do you know someone who exhibits one of the primary 
characteristics of ADHD with some frequency (i.e., inatten- 
tive, impulsive, or highly active)? Do certain circumstances 
(e.g., a boring college lecture) influence the occurrence of 
these behaviors? Why does this occur? What does this 
say about inclusive classrooms that might be better (or 
worse) for educating students with ADHD? 





¢ Students must exhibit six of nine explicit behaviors related to either inattention or 
hyperactivity-impulsivity. 

¢ These behaviors must be exhibited frequently (e.g., much more often than observed in 
peers) over a 6-month period. 


Qe ears sari 
| Figure 41 >, Symptoms for Identifying ADHD — Inattentive, 
-) Hyperactive, and Impulsive Behavior from DSM-IV-TR 
Ribas, saat a le Sct aad : : iu au ae 
(1) Inattentive Behavior 
(a) Often fails to give close attention to details or makes careless mistakes in 
schoolwork, work, or other activities 
(b) Often has difficulty sustaining attention in tasks or play activities 
(c) Often does not seem to listen when spoken to directly 
(d) Often does not follow through on instructions and fails to finish schoolwork, 
chores, or duties in the workplace (not due to oppositional behavior or failure to 
understand instructions) 
Often has difficulty organizing activities 
Often avoids, dislikes, or is reluctant to engage in tasks that require sustained 
mental effort (Such as schoolwork or homework) 
Often loses things necessary for tasks or activities (e.g., toys, school assignments, 
pencils, books, or tools) 
Is often easily distracted by extraneous stimuli 
Is often forgetful in daily activities 


(2) Hyperactive Behavior 
(a) Often fidgets with hands or feet or squirms in seat 
(b) Often leaves seat in classroom or in other situations in which remaining seated is 
expected 
(c) Often runs about or climbs excessively in situations in which it is inappropriate 
(in adolescents or adults, may be limited to subjective feelings of restlessness) 
d) Often has difficulty playing or engaging in leisure activities quietly 
e) Is often “on the go” or often acts as if “driven by a motor” 
f) Often talks excessively 


( 
( 
( 


) 
(3) Impulsive Behavior 
(a) Often blurts out answers before questions have been completed 
(b) Often has difficulty awaiting turn 
(c) Often interrupts or intrudes on others (e.g., butts into conversations or games) 





Source: Adapted from the Diagnostic and Statistical Manual of Mental Disorders, Fourth Edition, Text Revision, Copyright 
2000. American Psychiatric Association. 
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Just the Facts 


Students with ADHD 





. — \ 
Who are the students? Children with ADHD manifest “a merece ian fi inattention Aang 7 ) 
hyperactivity-impulsivity that is more frequently displayed and more severe 
than is typically observed in individuals at a comparable level of development” 
(APA, 2000, p. 85). To be identified in a school, these behaviors must signifi- 
cantly impede the student's educational performance. 





What are typical characteristics? ¢ 
e 


Impulsivity— Responding without thinking. 

Hyperactivity —Much more active than other students of the same age. 
Inattention—Inability to focus, selectively attend, or maintain attention for 
sustained periods of time. 

Coexisting conduct problems—About 30 to 50% of students with ADHD have 
significant conduct problems. 

Coexisting academic problems—About 80% of these students have some 
level of academic problem, and about 25% are identified with a learning 
disability. 


LR 


What are the demographics? e 


Where are students with ADHD e 
educated? 


How are students identified? e 


Estimates vary regarding how many school-aged students have ADHD. 

Recent research indicates that parents report that about 7% (or about 

4.1 million) of children ages 4 to 17 are currently identified with ADHD. 

About 1.25% of the school-aged population are identified under IDEA as “other 
health impaired,” the category that includes ADHD. About 1% of students are 
identified as ADHD under Section 504 of the Rehabilitation Act. 

The use of prescription medication varies across states and communities. 
Overall, about 5% of school-aged students receive some form of medication 
(mostly stimulant medications) for ADHD. 

About 3 of every 4 students with ADHD are male. 

Students who live in high poverty settings are substantially more likely 

to be identified with ADHD when compared to students from middle- and 
high-income settings. a 


Na 


Most general education classes have from 1 to 3 students with ADHD for 
much or all of the school day. 


Criteria from DSM-IV-TR (APA, 2000) are widely used to identify students with 
ADHD. (See Figure 4.1 for more information regarding these criteria.) 
Information from parents and teachers regarding the student's behavior 

is the most critical information used to identify students with ADHD. This 
information is collected using interviews, observations in multiple settings, 
and rating scales. 





What causes ADHD? e 


What are the outcomes? ° 
e 





The cause of ADHD is often unknown. 
Professionals speculate that ADHD most often seems to result from the 
complex interaction of many factors. Contributing factors may include: 
¢ Brain injury. Many students who have had documented brain injury 
exhibit one or more of the symptoms of ADHD. This includes about 
5 to 10% of all students with ADHD. 
¢ Brain abnormalities. Research has shown that students with ADHD often 
have different brain chemistry when compared to children who do not 
have ADHD (DuPaul, Barkley, & Connor, 1998). For example, many of 
these students have deficiencies in neurotransmitters or chemicals in the 
brain that influence the transmission of signals between nerve cells. 
Hereditary influences. \f a parent or sibling has ADHD, the probability that 
another sibling will have ADHD increases significantly. 
Family influences. Poor parenting does not cause ADHD as some have 
suggested, but poor parent behavior management skills can make the 
symptoms of ADHD worse. Furthermore, extreme stress in a family can 
temporarily result in the manifestation of symptoms related to ADHD. 


About 1 in 3 students with ADHD has no symptoms of ADHD in adulthood. e) 
About 1 in 4 students with ADHD has conduct disorders in adulthood. 
About 1 in 4 students with ADHD develops major depression in adulthood. 
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¢ The behaviors must be evident across two or more settings (i.e., school and home). 
¢ The impulsive and inattentive behavior must be exhibited before the age of 7. 
r) * Students may be identified as having one of three types of ADHD: 


ADHD, predominantly inattentive type (ADHD-PI); 

ADHD, predominantly hyperactive-impulsive type (ADHD-PHI); or 

ADHD combined, or those who exhibit inattentive and hyperactive-impulsive 
behaviors (ADHD-C). 


Another consideration regarding the definition of ADHD is the fact that students ex- 
hibit these symptoms in different ways and at different levels as they age. For example, if 
you observe a group of preschool students in a setting where they are expected to sit and 
listen to someone read, you will see many examples of all the behaviors that are used to 
identify ADHD. As children mature, many learn to monitor and control these behaviors 
(e.g., inattentive behavior lessens with age for all students) and channel them in more posi- 
tive directions (e.g., high levels of activity are delayed until time for recess). Furthermore, as 
West Hernando Middle School teacher Laura Scott noted in the “View from Teachers” at the 
beginning of this chapter, every student with ADHD is different, and each of these students 
exhibits a different pattern of impulsive, inattentive, and hyperactive behaviors. 

Given these considerations, how can a definition be developed that can be reliably used 
to identify students with ADHD? This is the source of much controversy about this category, 
as professional judgment must be used to determine if behaviors that appear often are mani- 
fested frequently enough, at a level that is so extreme when compared to peers, that a student 
should be identified with ADHD. 


Identification of Students with ADHD 


As we begin a discussion of the identification of students with ADHD, you should note that 
this category is unique and somewhat confusing when it comes to identification. This occurs 
3 in large part because ADHD is not a separate special education category but is included as 
part of the other health impairments (OHI) category in IDEA. 
Other health impairments are defined in IDEA as follows: 


Other health impairment means having limited strength, vitality or alertness, including a 
heightened alertness to environmental stimuli, that results in limited alertness with respect to 
the educational environment, that— 


(i) Is due to chronic or acute health problems such as asthma, attention deficit disorder or 
attention deficit hyperactivity disorder, diabetes, epilepsy, a heart condition, hemophilia, 
lead poisoning, leukemia, nephritis, rheumatic fever, sickle cell anemia, and Tourette 
syndrome; and 

(ii) Adversely affects a child’s educational performance. (PL 108-446 Regulations, Sec. 
300.8(c)(9)(i)) 


You will note that two terms are used in this definition for students with ADHD: 
attention-deficit disorder (ADD) and attention-deficit/hyperactivity disorder (ADHD). ADD 
was formerly used for children with predominantly inattentive behaviors (ADHD-PI) and 
continues to be used by some to identify these students. Neither of these terms is defined 
in IDEA. This is also true of the other conditions that are included in the OHI category (.e., 
diabetes, epilepsy, etc.). It is thus assumed that these conditions are medically defined and 
that a physician will make a determination regarding whether the conditions exist. 

A physician typically identifies students with ADHD, using information provided by 
parents, teachers, school psychologists, and others. The American Academy of Pediatrics 
(Reiff, 2004) has developed guidelines that pediatricians use to identify students with 
ADHD. The six-step process includes the following: 


1. Ifa child from ages 6 to 12 is described as unusually inattentive, hyperactive, impulsive, 
4 underachieving in school; or exhibiting behavior problems, the child should be evalu- 
ated for ADHD. 


2. To identify a student with ADHD, the DSM-IV TR criteria (APA, 2000) should be used. 
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3. Evidence collected should include information from parents or caregivers regarding the 
symptoms of ADHD (i.e., impulsivity, inattention, hyperactivity) across settings; the age 
at which the behaviors were initially noticed; how long the child has exhibited the be- 
haviors; and the degree to which the behaviors interfere with the child’s ability to func- 
tion (i.e., learn in school, get along with peers). 


4. The pediatrician should obtain information from the child’s teacher or other school pro- 
fessional regarding the symptoms of ADHD that the child exhibits in the classroom, how 
long the symptoms have been manifested, the degree to which the symptoms interfere 
with the child’s ability to function; and whether any other conditions (e.g., learning dis- 
ability, emotional/behavior disorder) are suspected. 


5. An evaluation of any co-existing conditions (e.g., learning disability, emotional and 
behavioral disability) should be conducted. 


6. Other diagnostic tests (e.g., blood tests, brain scans) or psychological tests are not rou- 
tinely necessary to identify students with ADHD. 


After a student is identified with ADHD, the school-based multidisciplinary team ad- 
dresses Section (ii) of the OHI definition. This team must determine whether the student's 
ADHD adversely affects her educational performance. If the multidisciplinary team deter- 
mines that the child’s educational performance is affected (e.g., the child is significantly un- 
derachieving in reading or mathematics) and that the child needs special education services, 
she is then determined eligible as OHI for these services as part of IDEA. 

It is noteworthy that eligibility for special education services is not based on the iden- 
tification of a disability, but rather depends on whether the disability adversely affects the 
child’s educational performance and whether special education services are required to 
address this need. With respect to students with ADHD, it is possible that the symptoms 
of this disability may be very mild, and educational performance is not adversely affected. 
Parents report that about half of all students with ADHD have mild symptoms (Centers 
for Disease Control [CDC], 2010). In still other instances, the symptoms of ADHD may be 
controlled sufficiently by medication, so that the student does not need special education 
services. (We will provide more information regarding the use of medication as an interven- 
tion for students identified with ADHD later in this chapter.) 

If a student is identified as ADHD but is not eligible for special education services, the 
student still may be eligible for accommodations in the general education classroom as part 
of Section 504 of the Rehabilitation Act of 1973. This law is a civil rights act, designed to 
ensure that persons with disabilities receive reasonable accommodations and are not dis- 
criminated against as a result of their disability (Zirkel, 2009). These accommodations may 
include modification of tests used in a general 
education classroom to ensure student atten- 
tion to relevant information, or moving the 
student to a location in the room where dis- 
tractions will be minimized. 

We offer one final cautionary note regard- 
ing the identification of students with ADHD 
and the use of medication to control the symp- 
toms associated with this disability. Much infor- 
mation regarding this disability has appeared in 
the popular media, resulting in much discus- 
sion by parents and teachers. Given this wide- 
spread discussion of ADHD, you should keep in 
mind that a teacher should not recommend to a 
parent that a child should be referred to a physi- 
cian to be evaluated for ADHD or suggest that 
the student could benefit from medication, A 
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A physician typically determines if a student has ADHD, using information from school’s multidisciplinary team should provide 
teachers, parents, school psychologists, and others. 


information to parents regarding the nature of 
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a child's difficulty in school and whether these difficulties 
merit an evaluation by a physician who will make a decision 
regarding possible use of medication to address the child’s 
behavior. 


Pause & Reflect 


Prevalence 


For other categories of disability that are part of IDEA, data 
are collected by the U.S. Department of Education regard- 
ing the number of students who are identified and other 
related information (e.g., the setting in which the student 
is educated). These data are not collected for students with ADHD, which is not a stand- 
alone category of disability under IDEA. Although researchers agree that ADHD is the most 
common behavior problem among school-aged students (CDC, 2010; Ryan, Katsiyannis, & 
Hughes, 2011), specific estimates of the prevalence of students with ADHD vary widely. 

The APA (2000) estimates that from 3 to 7% of students are identified with ADHD. 
Data from studies across settings have supported this estimate (Barkley, 2006b), although 
the prevalence rate seems to decline as children move through school (Costello et al., 2003). 
Recent interviews with parents from across the country (CDC, 2010) suggest that the preva- 
lence of students with ADHD may fall within the high end of the 3 to 7% range, as parents 
revealed that about 7% of their children were identified with ADHD. 

The range of prevalence rates suggests that the percentage of students identified with 
ADHD varies across settings (e.g., schools, school districts, states). However, no matter 
the setting, a substantial number of students are identified with ADHD (CDC, 2010). For 
example, at least 3 of 100 students are identified as ADHD in most school districts, and from 
2 to 4.5 million students are so identified in the United States (Holler & Zirkel, 2008; U.S. 
Department of Education, 2011). This means that most general educators will have one to 
three students with ADHD in their classroom each school year. 

Far more boys are identified with ADHD than girls. Early in the school years, 
approximately twice as many boys are identified as having ADHD. This ratio increases 
to approximately three or more boys to every girl later in the school years (CDC, 2010; 
Smith, Barkley, & Shapiro, 2006). Some evidence also indicates that ADHD is more com- 
mon among children from low socioeconomic backgrounds; however, it is unclear whether 
differences exist across different racial groups (CDC, 2010). 

Another factor that complicates the determination of how many students are identi- 
fied with ADHD is that more than 50% of these students are also identified with another 
disability (Reiff, 2004). For example, the percentage of students who also have ADHD is 
approximately 25% of students identified with learning disabilities, 25 to 40% of students 
with intellectual disabilities, 50 to 60% of students with emotional and behavioral disabili- 
ties, and 25% of students with autism spectrum disorder (DuPaul, 2007; Reiff, 2004). 

Perhaps the most important point we can make is this: Although prevalence rates vary 
significantly across the United States, every general education classroom includes students 
who exhibit many of the symptoms that are characteristic of these students. As Laura Scott 
notes in the “View from Teachers” feature that opens this chapter, the behaviors exhibited by 
students with ADHD vary significantly. This includes some students whose behavior does not 
seem to be significantly different from other students, to those with more extreme behaviors 
that can place significant demands on the classroom teacher and require substantial support 
from special education. 


Service Delivery 

Most students with ADHD spend the majority of the school day in general education 
classrooms. Those students who are identified with ADHD and receive accommodations as 
part of Section 504 are typically educated full time in general education classrooms and have 
accommodations made in those settings. These are students who have mild symptoms of 
ADHD, and the symptoms have a limited impact on the students’ educational performance 


Students with ADHD who are often off task or respond 
impulsively in a general education classroom can be very 
frustrating for teachers. How can you ensure that these 
student behaviors do not negatively influence how you 
as a teacher interact with students with ADHD? In other 
words, how can you ensure that you model appropriate 
reactions to inappropriate student behaviors ? 
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and social interactions. Students identified under Section 504 with ADHD include only 
about 1% of the school-aged population (Holler & Zirkel, 2008). 

Students who are identified under the OHI category as ADHD, and are in need of special 
education services, can be assumed to have somewhat more extreme symptoms related to 
ADHD that affect educational performance. A majority of these students are also educated in 
general education settings for most of the school day. In 2008, 60% of students in the OHI cat- 
egory (most of whom are identified with ADHD) spent most of the school day (80% or more) 
in general education classrooms, while only 15% of students identified with OHI spent most 
of the school day in separate settings (U.S. Department of Education, 2011). 

A final consideration relates to students with ADHD who are identified in another cat- 
egory of disability. As we noted previously, many students identified with learning dis- 
abilities, emotional and behavioral disabilities, intellectual disabilities, and autism spectrum 
disorders also are identified with ADHD. These are often the students with the most extreme 
ADHD symptoms that interfere with academic progress and social interactions, and may 
result in placement in special education settings for more of the school day. 

When considering all students identified with ADHD, it is likely that most general edu- 
cation teachers will have from one to three students with ADHD in class for most of the 
school day. This suggests the need for knowledge regarding the characteristics of these stu- 
dents and how to effectively address their needs in the general education classroom. 


Major Characteristics of Students with ADHD 


Inattentive, Hyperactive, and 
Impulsive Behaviors 


As Laura Scott, a seventh-grade special education teacher at 
West Hernando Middle School, notes at the beginning of this 
chapter in “A View from Teachers,” the behaviors exhibited by 
students with ADHD vary significantly. The behavior of some 
of these students isn’t significantly different from other students 
in a typical classroom; others, however, have more extreme 
behaviors. In any form, teachers may find the impulsive, inat- 
tentive, and hyperactive behaviors of these students frustrating 
and perhaps annoying. 

Inattention may take several forms. For example, students 
with ADHD may have difficulty orienting in an appropriate 
direction in a classroom (i.e., looking out a window rather than 
orienting in the direction of the teacher or toward a Smartboard 
at the front of the class). After orienting in an appropriate direc- 
tion, these students may have difficulty sustaining attention for 
an appropriate amount of time, or they may be easily distracted 
by extraneous activities or noises. Finally, even with an appro- 
priate level of sustained attention, some students with ADHD 
have difficulty selectively attending, or determining just what 
they should attend to on a Smartboard (e.g., should the student 
look at pictures, the words describing the pictures, or both?). 

To describe students with ADHD, teachers often use terms 
such as inattentive; careless; unable to concentrate; disorganized; 
easily distracted; unable to follow directions; forgetful; and poor at 
listening, following directions, and completing tasks. Laura Scott, 
seventh-grade special education teacher at West Hernando 


Students who are hyperactive may present challenges to Middle School, described students with ADHD as “having a 
classroom teachers during instructional activities that require hard time paying attention, blurting out, saying inappropriate 


seatwork. 


things, or losing control quickly.” 
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Another major characteristic of students with ADHD is hyperactivity, or a high level 
of activity that is inappropriate for a given setting and is not age appropriate. The level of 
activity varies significantly among students with ADHD. Some activity levels are annoying 
to teachers and peers but do not adversely affect the student’s educational performance. At 
the other extreme, some students with ADHD have activity levels that are so high that they 
disrupt class, impede the student's educational progress, and interfere with interactions 
with teachers and peers. 

When teachers describe students who exhibit hyperactive behaviors, they use terms 
or phrases such as never slows down, driven by a motor, constantly talks out, cannot sit still, and 
wants to do things now! Teachers also note that these students have difficulty following rules 
or listening to directions, and they engage in behaviors that prevent them from getting along 
well with others, including peers and teachers. 

Impulsivity is often seen as part of a hyperactive-impulsive type of ADHD. Students 
who are impulsive often respond quickly before they think. Thus, teachers often describe 
students who are impulsive as talking before they put their mind in gear, refusing to wait their 
turn, unable to follow the rules of a game, and intruding on others in social situations. As you 
think about these behaviors, we're sure you'll readily recognize many ways that impulsive 
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Learning from a Student’s Success 


Laura Scott is a seventh-grade special education teacher at West Hernando Middle School. She works as a co- 
teacher in general education classrooms to support students with disabilities. She is widely respected among 
her peers, especially for her knowledge and skills related to addressing the needs of students with ADHD. As 
she noted, “They're seventh graders. They all have ADHD at times! All teenagers have some of the symptoms at 
times,” as they have difficulty paying attention or thinking before responding. 

Even with her experience, Ms. Scott was quick to admit that she still makes mistakes at times when work- 
ing with students with ADHD, and has to continuously examine her practice, monitor student outcomes, and 
figure out what works because every classroom and student are unique. She described an example of how she 
misjudged a student with ADHD, and learned from that experience and the student's success. 

“We have a young man, Stephen, who is very active, impulsive, and yells out all the time. Usually with the right 
answer, but he doesn’t follow the protocol and often gets off task. A few days ago he was in a language arts class 
doing centers with several things going on. The co-teacher and I had just finished our centers, and the other kids 
were finishing up, and this young man went to a table to read a book. Some other students in class were working 
in a group and doing a cause-and-effect center, and there were some inferences they needed to make. One of them 
said, ‘Ms. Scott, we need your help.’ I said, ‘Did you ask three before me?’ (They’re supposed to ask three peers before 
asking me a question.) They said that they had and none of them were getting it, so I started to go over to their table. 
But just then Stephen put up his hand and said, ‘I’ve got this, I can help them’ and he went over to their table. I must 
admit that I thought ‘Oh no! What’s going to happen now!’ I didn’t have much confidence in Stephen. 

“He proceeded to explain to the group how to form the inference, pointed out all the evidence like a teacher 
would have done, and did this beautifully. Then he left. A hand in the group went up a minute later, and my co- 
teacher smiled and said, ‘Stephen, your class needs you.’ He went over again and proceeded to tell them how he 
processed the information, and resolved the cause-and-effect problem. He did a very good job and he wanted to 
stay there. Typically he would be off task, but he stayed there and led that group.” 

Ms. Scott admitted that she had expected too little of Stephen, and learned from this experience. “That showed 
me I’ve got to give him more to do. He’s a bright young man, and the more he had to do, the more he will do, and 
the better he will perform. And it’s a pleasure to see him do that.” Probably the most important reason Ms. Scott is an 
exceptional teacher after 25 years in the classroom is that she continues to learn from her students, as she reflects on 
the effectiveness of her practices, and seeks to continually become more effective. That’s a big reason why so many 
students with ADHD, including Stephen, have been so successful in her co-taught inclusive classrooms. 
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Have you had an acquaintance with whom you've talked 

in a group or individually who had some of the symptoms 
we've discussed related to ADHD? For example, perhaps 
you knew someone who" talked without thinking.” How 
did you and others react to this person? How would peers 
react to a person with these symptoms in a general educa- 
tion classroom? How would a teacher react? 


Pause & Reflect 


Chapter 4 


behaviors have the potential to significantly affect a student’s academic performance and 
social interactions in school settings. 

Although most students who are impulsive or inattentive are actually not paying atten- 
tion in class, and these behaviors negatively influence their academic progress, this is not 
always the case. It is important to keep in mind that the complexity of the characteristics 
associated with ADHD can lead to students who surprise us at times, as is the case in the 
following “A View from a Teacher” feature that describes a student’s success story, and how 
Laura Scott learned from this student. 


Executive Functions and Working Memory 


Many students with ADHD have difficulty with executive functions, including a range of 
cognitive processes that are used to engage in complex, goal-directed behavior or solve 
complex problems (Johnson & Reid, 2011). This includes knowledge regarding strategies 
and how they may be used to solve problems or complete tasks (i.e., metacognitive skills), 
attention and memory skills; and the ability to plan and self-monitor (Meltzer, 2007). In a 
classroom, teachers note these behaviors when students with ADHD exhibit poor planning 
skills, have difficulty developing a strategy to address a task, and do not effectively monitor 
progress toward completing a task Johnson & Reid, 2011). 

A core skill related to executive functions that is often a problem for students with 
ADHD is working memory. This construct has been described as a person’s mental work- 
space, and has been more formally defined as a very limited capacity for storing and ma- 
nipulating information that is used for cognitive tasks such as reasoning, learning, or com- 
prehension (Martinussen & Major, 2011). For example, when a student is solving a multistep 
math problem (e.g., long division), working memory is used to monitor problem solving. 
As the student completes one step toward solving the problem, this information is held in 
memory, evaluated (“Is this the correct action? Did | perform the action appropriately and 
accurately?”), and used to determine when it is time to move to the next step. 

Many students with ADHD have difficulty with executive functions and working 
memory that lead to academic skill deficits, especially when these students are working on 
complex tasks (e.g., writing, long division) Johnson @ Reid, 2011). Teachers can support 
students with ADHD who have these difficulties by providing supports to reduce demands 
on working memory, and by teaching students strategies to promote goal-oriented behavior. 
This may include scaffolding complex problems by breaking the task into multiple steps; 
providing explicit instruction regarding strategies that may be used to solve a complex task; 
and providing external memory aids (e.g., a written guide that includes the steps for a com- 
plex task such as long division) (Martinussen & Major, 2011). 


Social and Behavior Difficulties 


If you've had the opportunity to interact with someone with ADHD, or who exhibits some of 
the symptoms we've discussed previously, you can readily understand why these students 
might have social problems and difficulty getting along in school. Briefly review the symp- 
toms used to identify students with ADHD in Figure 4.1. Do all of these criteria have the 
potential to create social problems or disrupt classroom activities? Certainly, most do. These 
are students who have difficulty sustaining attention even 
during play activities, exhibit behaviors that interfere with 
the flow of activities during social interactions, have dif- 
ficulty taking turns, and have problems engaging in a two- 
way conversation with a peer. 

Although many students with ADHD get along well 
with others in school, some may have difficulty and create 
disruptions. For example, some students with ADHD are 
more negative and unskilled when interacting with peers, 
and when introduced to some students with ADHD, peers 
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may notice and react negatively to the student’s 
behaviors (Wenar & Kerig, 2006). 

Students with ADHD may also create dis- 
ruptions in classrooms because of their inatten- 
tive, impulsive, and/or hyperactive behaviors. 
The previous feature that described Stephen’s 
behavior in a general education classroom is 
an example of a student who exhibits positive 
behaviors at times, but Stephen also exhibits 
behaviors that create disruptions in the class- 
room. Some of the more extreme difficulties 
students with ADHD exhibit include prob- 
lems with stubbornness, defiance or refusal 
to obey requests, verbal hostility, and temper 
tantrums (Barkley, 2006a). Students who are 


identified with ADHD who exhibit the most mn ie 
extreme disruptive behaviors are often iden- ‘Although many students with ADHD get along well with others, some of these 
students may be socially isolated because of their behavior. 
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tified with emotional and behavioral disabili- 
ties. Approximately 50 to 60% of students with emotional and behavioral disabilities are 
also identified with ADHD (DuPaul, 2007; Reiff, 2004). 


Academic Difficulties 


A quick review of the symptoms used to identify students with ADHD in Figure 4.1 reveals 
that many of these behaviors also have the potential to have a negative impact on a student’s 
academic performance. For example, academic classwork, homework, and tests require con- 
centration for a sustained period of time, attention to details, listening for information and 
assignments, careful work, and good organizational skills, among others. When students 
lack these skills, their academic achievement is bound to suffer. 

Some students with ADHD also have characteristics that interfere with learning certain 
complex academic skills. For example, as we noted previously, students with ADHD who 
have difficulty with executive functions and working memory will likely have problems 
learning complex academic skills in mathematics, writing, and other content areas. This 
results from poor planning skills and difficulty monitoring behavior as complex problems 
are being addressed. 

These behaviors, as well as the previously noted socially inappropriate and disruptive 
behaviors that many students with ADHD manifest, result in approximately 80% of these 
students having at least some problems with academic achievement in school (Reiff, 2004; 
Wenar & Kerig, 2006). Some of these students have severe academic problems, which results 
in a substantial proportion of students identified with a learning disability (about 25%) 
who also have ADHD (DuPaul, 2007; Reiff, 2004). 


The Use of Medication to Address 
the Symptoms of ADHD 


Recent data indicate that as many as 2.7 million of all school-aged students (or about 5%) are 
given medication to manage their symptoms related to ADHD (CDC, 2010). The widespread 
use of stimulant medications to control the symptoms of children with ADHD has produced 
much controversy. Most of this controversy has addressed concerns regarding the use of 
powerful medications to control student behavior as well as related concerns that these 
medications may be used with too many children (Scheffler, Hinshaw, Modrek, & Levine, 
2007). Although issues clearly remain in consistently identifying students with ADHD, and 
some students are likely misidentified, the appropriate use of identification criteria and 
recommended procedures result in appropriate identification of most students with ADHD 
(American Academy of Pediatrics [AAP], 2000; Reiff, 2004). 
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Much research has been conducted regarding the use 
of medications to control the symptoms of ADHD (Someki 
& Burns, 2009), stimulated in part by the previously noted 
controversy. This research has revealed that stimulant 
medications such as methylphenidate (Ritalin or Concerta) 
or amphetamines (Dexedrine or Adderall) are highly effective 
treatments for addressing the symptoms of ADHD for 70 
to 80% of these students (Ryan, Katsiyannis, @ Hughes, 
2011). See Figure 4.2 for a list of medications that are widely 
prescribed for students with ADHD. For up to 30% of stu- 
dents with ADHD who do not respond to stimulants, alternatives that have been proven effective 
as second-line options include antihypertensive medications (e.g., Guanfacine). Finally, research 
has revealed that a nonstimulant medication, atomoxetine (Strattera), may be effective in reduc- 
ing symptoms for many students with ADHD (Ryan, Katsiyannis, & Hughes, 2011). 

The classroom teacher plays an important role in monitoring student behavior and re- 
action to medication in the classroom. For example, the teacher may be asked by a school 
psychologist or a physician to monitor the impact of medication on the symptoms of ADHD 
as the effectiveness of the medication and an appropriate dosage level are being determined. A 
dosage that is too great may produce unresponsive behavior, or behavior “like a zombie,” yet a 
dosage that is too small may produce negligible effects. It is also important to monitor closely 
the side effects of the medication, which may include physical symptoms such as skin rash 
and difficulty breathing, behavioral symptoms such as irritability and anxiety, and other side 
effects such as insomnia, digestive disorders, dizziness, and headaches (Ryan et al., 2011). 

Appropriate levels of medications have been shown to have a significant impact on the 
negative behaviors of children and adolescents with ADHD (Someski & Burns, 2009). These 
outcomes include increased vigilance, impulse control, fine motor coordination and reaction 
time; improved social interactions with peers and adults; and reduced hostile and negative 
behavior toward peers and adults (Connor, 2006). These improved behaviors also result, as 
you might expect, in improved reactions of others toward students with ADHD. 


Pause & Reflect 


You have likely seen information in the media regarding 
the controversy surrounding the use of medication to 
control the behavior of students with ADHD. Why do you 
think some parents react negatively to the use of medica- 
tion? How would you, as a professional, address a parent's 
concerns? 
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Dosage Schedule | __—Duration 


Methylphenidate 
(generic name) 
Short-acting: 
Ritalin, Methylin 2 times per day 











Intermediate-acting: 
Ritalin SR, Methylin SR 1 or 2 times per day 





Extended-release: 
Concerta, Daytrana 
(transdermal patch), 
Metadate CD, Ritalin LA 1 time per day 





Amphetamine 
(generic name) 
Short-acting: 
Dexedrine 2-3 times per day 





Intermediate-acting: 
Adderall 1-2 times per day 








Extended-release: 
Adderall-XR, Dexedrine 
Spansules 1 time per day 





Sources: Reiff, 2004; Ryan, Katsiyannis, & Hughes, 2011. 
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Well-organized, carefully structured instruction often works well for students with ADHD and others who 
struggle to learn, 


In comparing the outcomes of medication with other treatments (e.g., behavioral inter- 
ventions), medications have proven to be the most effective treatment for the symptoms of 
ADHD (MTA Cooperative Group, 2004). However, it is important to recognize that although 
medication often may be used to control many of the symptoms of ADHD, other inter- 

8 ventions are needed if students’ academic and social needs are to be effectively addressed. 
Indeed, after medication controls negative student behavior, teachers find behavioral inter- 
ventions to be most helpful in addressing academic needs and social adjustment of students 
with ADHD (Fabiano, Pelham, Coles, et al., 2009). 


Teaching Students with ADHD in Inclusive 
Classrooms: Tips from Teachers 


We were provided tips for teaching students with ADHD in inclusive classrooms by Laura 
Scott, a seventh-grade special education teacher from West Hernando Middle School who 
has extensive experience working with students with ADHD. As Ms. Scott noted in the 
“View from Teachers” feature at the beginning of this chapter, the challenges for addressing 
the needs of students with ADHD vary, depending on the type and severity of the student’s 
symptoms. She also suggested that teachers keep in mind that some of the behavior issues 
presented by students with ADHD may be a front to escape from having to do work that they 
know they can’t do. “My job is to make sure there’s a lot of academic support, making them 
sure they can do the work.” Laura recommends the following: . 


* No two students with ADHD are exactly alike. One of the keys to being successful 
in teaching these students is to know the particular student well. “The teacher has to be 
very proactive and stay on top of things.” For example, if a student is having a difficult 
time paying attention or blurts out inappropriate things or loses control quickly, the 
teacher needs to be able to see the signs that something is coming. This requires knowing 
the child so well that the signs become obvious, and the teacher recognizes that the child 
is getting frustrated or aggravated. At times, it may be another student who sets him off, 

a or he may have missed breakfast that morning, or maybe he had a fight with his brother. 
| The teacher has to make every attempt to catch the behavior before it gets started, and 
redirect the behavior toward something more appropriate and acceptable. 
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Provide praise that works for the student. Ms. Scott states that it is important to praise 
students with ADHD when they do something well. However, to use praise success- 
fully, it is important to know the students well. She notes that many students in middle 
school “like to look tough,” and may not respond well to verbal praise, or do not want 
to be praised in front of others. She goes on to say that these students “still like positive 
comments, notes, praise to make it through the class.” However, the teacher may have to 
save the praise for later, or praise the student quietly or individually and not in front of 
the whole class. “They want to do well and please their teachers. It’s important to praise 
anything you can, but in a way that works for the child.” 

Have a bag of tricks filled with simple strategies. Teachers should have a bag of tricks 
filled with simple strategies to redirect the student, keep the student focused, and help 
address inattentive, impulsive, and hyperactive behaviors. To do this, Ms. Scott pays 
close attention to the student to see when she needs to redirect behavior. She does this 
at times by giving the student a little extra attention. “It doesn’t have to be too long, too 
wordy, or lengthy. Sometimes I walk over and tap on the desk, and say, “you doing OK?” 
Or I may simply ask the student, “Do you have any questions?” or have the student re- 
peat what’s just been said in class to make sure he’s paying attention.” For other students 
with ADHD, the challenge may be to get them to stay on task and concentrate on class 
work. “We use beads in one class. The teacher made rings with beads and told the stu- 
dent to keep the beads in his hand and rub them, fiddle with them, rather than getting 
out of his seat when he gets anxious.” This approach helped the student stay on task for 
more of the class, and concentrate more on class work. 

Make small adaptations in lessons to keep students engaged. This might include 
writing steps on a paper the students are working on that shows them what to do and in 
what order. Ms. Scott states, “They might listen to instructions but may not remember 
them or may lose focus. I put simple, concise instructions on their paper, so if I can’t sit 
with them, I can tap on their desk and say, ‘Look, you need to be on step 2.’” She goes 
on to note that it is important for students with ADHD to know what's coming next in 
class, so they are not surprised. It also may be useful to break the lesson down and just 
give them part of it at one time, to prevent them from getting overwhelmed. 

Nothing works every time for students with ADHD (or any student). A final tip from 
Laura Scott suggests that no matter what the strategy is, it will not work every time. This 
is why it’s important that teachers have many tools in their toolboxes. She also says that 
teachers of students with ADHD should know that they are going to fail sometimes, and 
these failures should not be taken personally. “It’s easy to get annoyed with a child who 
is constantly tapping, or moving, or talking out. Some things work one day and not the 
next. For your own peace of mind, don’t take any of these things personally; just keep 
pulling things from your bag of tricks until something works.” 


This chapter addressed the following topics: 


Who are students with ADHD? 


* — Attention-deficit/hyperactivity disorder is defined as “a persistent pattern of inattention 
and/or hyperactivity-impulsivity that is more frequently displayed and more severe than is 
typically observed in individuals at a comparable level of development” (APA, 2000, p. 85). 

* Researchers estimate that about 3 to 7% of students have ADHD. 

* Most students with ADHD are also identified with another disability, including emo- 
tional and behavioral disability, learning disability, intellectual disability, and autism 
spectrum disorder. 
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* We do not know what causes ADHD in the vast majority of cases, but factors that likely 
contribute to the development of this disability for some students include brain abnor- 
@ malities, hereditary influences, and family issues. 
* Most general education classrooms will have from one to three students identified with 
ADHD for much of the school day. 


Major characteristics of students with ADHD 


¢ The major characteristics of students with ADHD are impulsivity, inattention, and 
hyperactivity. 

¢ The characteristics of students with ADHD may lead to difficulty in getting along with 
others, and some of these students develop behavior problems. 

¢ The characteristics of students with ADHD often lead to academic difficulty for as many 
as 80% of these students, while approximately 25% may develop a learning disability 
over time. 


The use of medication to address the symptoms of ADHD 


¢ The use of stimulant medication has been shown to be effective in reducing the symptoms 
of ADHD for 70 to 80% of elementary and secondary students with this disability. 

¢ Although medication is often effective in controlling the symptoms of ADHD, other 
interventions (e.g., well-structured academic activities, cognitive behavioral strategies) 
are needed if students’ academic and social needs are to be effectively addressed. 


Teaching students with ADHD in inclusive classrooms: Tips from teachers 


¢ No two students with ADHD are exactly alike. 

* Provide praise that works for the student. 

¢ Develop a bag of tricks that is filled with simple strategies. 

¢ Make small adaptations in lessons to keep students engaged. 

¢ Nothing works every time for students with ADHD (or any student). 


3 
Addressing Professional Standards 


Standards addressed in Chapter 4 include: 
CEC Standards: (1) foundations, (2) development and characteristics of learners, 
(3) individual learning differences, (4) instructional strategies. 
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Go to the topic Learning Disabilities/ADHD in the MyEducationLab (www 
-myeducationlab.com) for Inclusion, where you can: 
¢ Find learning outcomes for Learning Disabilities/ADHD, along with the national 
standards that connect to these outcomes. 
¢ Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 
¢ Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Dispositions learning units. 
Examine challenging situations and cases presented in the IRIS Center Resources. 
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After reading this chapter you will: 


® Know the definitions and criteria used 
to identify students with intellectual 
disabilities (ID). 
Be able to describe major characteris- 
tics of students with ID. 


Be aware of several valuable tips from 
effective teachers that facilitate the 
inclusion of students with ID. 











A VIEW FROM THE TEACHER 


How Susan Huff Includes Students with Disabilities 


Susan Huff's fifth-grade class at Gilpin Manor is like many you would find in other elementary 
schools. On a cool fall day, the room is comfortably warm and buzzing as her 21 students work 
together in their groups to learn about graphing quantities. When Mrs. Huff wants to make a 
point, she gets her students’ attention, and then uses the classroom’s Smartboard to present a 
mini-lesson or let students find the solution to a problem. Mrs. Healy works with Mrs. Huff in her 
classroom as the special education interventionist who helps support the students with special 
needs in the classroom. 

The students are using pizza to learn how to graph quantities. The graphs show amounts 
of different toppings that various teachers and students like on their pizzas. There is a lot of talk 
about who likes what and how much they like it as paper topping pieces are added to the paper 
pizzas. Graphs are drawn by groups of student to compare how much of which topping which 
person likes. It's a fun activity and a good learning experience. 

It's fun for Zachary, too. Unlike the other students, Zachary has a moderate intellectual dis- 
ability. But despite his disability, he has been included in general education classrooms since kin- 
dergarten. His speech is quiet but clear, and his smiling face shows that he is happy to be where 
he is and doing what he’s doing with his friends. Mrs. Huff says that Zachary has had a lot of suc- 
cess and has clearly benefited from his inclusion placement. She reports, “He started last year 
reading at an unmeasurable level” but by the end of the year he had made significant gains. “To 
see him go up that much because of different guided reading, (and) small-group interventions—it 
was huge! But | don’t know if I've seen all of the positive impacts just yet.” 

Zachary will smile and tell you that his school and classroom are “good” and his teacher is 
“great” because he “learns a lot.” But he also knows he has to continue to improve. He admits 
that sometimes he’s a “goofball” and right now is working on keeping his giggling under control. 
But this doesn't seem to be a major impediment of Zachry’s success in Mrs. Huff's classroom. 
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MyEducationLab 


Visit the MyEducationLab 
for Inclusion to enhance 
your understanding of 
chapter concepts with 

a personalized Study 
Plan. You'll also have the 
opportunity to hone your 
teaching skills through 
video and case-based As- 
signments and Activities, 
Building Teaching Skills 
and Disposition lessons, 
and IRIS Case Studies. 


Introduction 

Today, almost everyone has had some experience with a person with intellectual disabilities 
(ID). Perhaps you have a family member, a relative, or a friend with intellectual disabilities, 
or maybe you went to school with students who had intellectual disabilities. More than at 
any time in history, people with intellectual disabilities are becoming increasingly visible in 
schools, neighborhoods, and communities. 

Based on your experience, you might have developed a personal perception of what 
individuals with intellectual disabilities look like, what they can do, and how they act. 
However, you should be very cautious about adhering to any stereotyped images. Individu- 
als with intellectual disabilities are very diverse in their characteristics, abilities, and needs. 
Some, like Zachary, may have mild-to-moderate disabilities and be able to manage most of 
their personal daily needs, whereas others may have more severe disabilities and will need 
more support to participate in various life activities. 

Over the last several years, we have learned the same thing through research that 
Gilpin Manor Elementary School teacher Susan Huff learned through personal experience: 
Inclusion of students with intellectual disabilities in schools and general education 
classrooms can be very beneficial. Studies have shown that students with intellectual 
disabilities, even those with more severe disabilities, can benefit from inclusion in general 
education classrooms. They can become more attentive, develop better social and communi- 
cation skills, become more socially accepted, and demon- 
strate academic progress (Fisher & Meyer, 2002; Foreman, 


Pause & Reflect Arthur-Kelly, Pascoe, & King, 2004; Ryndak, Morrison, 








How common is inclusion of students with intellectual dis- 
abilities in the schools with which you are familiar? What 
have been some of the benefits of their inclusion for these 
students? Have students without disabilities benefited? 
What is your personal perspective on this issue? 


& Sommerstein, 1999; Siperstein, Glick, & Parker, 2009). 
Primarily for these reasons, it is important for general 
education teachers to collaborate with special educa- 
tion teachers and make every possible effort to include 
students with intellectual disabilities in meaningful ways 
in general education classrooms. 


Who Are Students with Intellectual Disabilities? 
Definition 


According to the American Association on Intellectual and Developmental Disabilities 
(AAIDD), an intellectual disability is characterized by “significant limitations both in intel- 
lectual functioning and in adaptive behavior as expressed in conceptual, social, and practi- 
cal adaptive skills. This disability originates before age 18” (AAIDD, 2010, p. 1. Similarly, 
the Individuals with Disabilities Education Improvement Act of 2004 (IDEA) defines the 
condition in this way: “[Intellectual disability] means significantly subaverage general intel- 
lectual functioning, existing concurrently with deficits in adaptive behavior and manifested 
during the developmental period, that adversely affects a child’s educational performance” 
(20 U.S.C. 1401). According to both definitions, for a person to be considered to have an 
intellectual disability, a formal assessment of intelligence must result in a significantly low 
score (usually an IQ at or lower than 70 to 75 points); the individual must demonstrate 
difficulty carrying out typical daily activities @.e., the absence of adaptive skills); and the 
limitations must have originated before the person attained maturity, considered within the 
definition to be 18 years of age. Additionally, according to IDEA, the condition must result 
in inadequate educational performance. 

A number of years ago, in 1992, the AAIDD stopped using the traditional subcategories of 
intellectual disabilities with which you may be familiar (e.g., mild, moderate, severe, or profound 
intellectual disabilities) but instead suggested that an individual who is considered intellectually 
disabled should be described within a multidimensional context that provides a comprehensive 
description of the person and necessary supports. The AAIDD theoretical model implies that 
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a person's functioning is not due solely to characteristics of the individual but also to the sup- 
portive context in which-the person lives and functions. AAIDD therefore looks at intellectual 
@ disabilities not as a personal deficiency per se, but in terms of needed supports. 








Just the Facts 


Who are the students? Individuals with intellectual disabilities are characterized by significant limita- 
tions both in intellectual functioning (generally an 10 below 70 to 75) and in 
adaptive behavior as expressed in conceptual, social, and practical adaptive 
skills (or skills for day-to-day functioning). This disability originates before 
age 18. 
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What are typical characteristics? Individuals with intellectual disabilities will often demonstrate: 
. ¢ Low achievement in all academic areas 
¢ General weaknesses in basic learning abilities such as attention, memory, 
problem solving, and skill generalization 
¢ Weak social skills and sometimes challenging behavior 
* Deficits in daily living skills — 





What are the demographics? e Prevalence estimates of persons with intellectual disabilities range be- 

tween 1 and 3%. 

e About 1.1% of the school-aged population is likely to have intellectual 
disabilities. Formal classifications may include “mental retardation,” 
“multiple handicaps,” or “developmental delay.” 

e Most individuals with intellectual disabilities have “mild” disabilities and 
are not identified until they begin school. 

e Persons with more severe degrees of intellectual disabilities can often be 
identified when they are infants or toddlers. 





3 Where are students educated? e About 17% of students with intellectual disabilities spend most of their 
school day (80% or more time) in the general education classroom. . 
e Around 76% spend part of the day in the general education classroom (less 
than 80% of the time) and the rest of the day in a special class. 
e The remaining 7% of the students with ID are placed in separate schools or 
residential settings, remain at home, or are in hospitals. 





How are students identified? e Individuals with more severe disabilities can often be identified at birth or 

as infants or toddlers. 

e Physical features and behavioral characteristics often lead to assessment 
by physicians and other clinicians, which determine the presence of a sig- 
nificant developmental delay. 

¢ Individuals with milder degrees of intellectual disabilities often do not have © 
obvious physical characteristics and may not be identified until they are in 
school and begin to display academic and/or social behavior problems. 





What causes intellectual e The causes of more severe intellectual disabilities are often physiologically — 
disabilities? based, including genetic conditions, chromosomal anomalies, maternal 
illness during pregnancy, or maternal use of toxic substances such as 
alcohol during pregnancy. 
¢ For most individuals with milder levels of intellectual disabilities, the 
specific cause cannot always be identified. However, the condition often 
correlates with mild intellectual disabilities in one or two parents, poverty, 
and inadequate physical and psychological conditions within the home. 





What are the outcomes? Many individuals with intellectual disabilities can enjoy a high quality of 
life during adulthood. They can work and enjoy leisure activities in the 
community, and many can live independently or with different levels of 

support. The outcomes for persons with intellectual disabilities depend 

. | largely on the quality of their education as children and adolescents and on 

the support they receive from key persons in their lives. 
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There are many benefits for students with intellectual disabilities in general 


education classrooms. 








Providing early intervention to infants and toddlers with de- 
velopmental delays can have an important effect on later 
development. Why do you think it is important to provide 
services as early in life as possible? What kinds of services 
or specific intervention might reduce the impact of a dis- 
ability? What kinds might be helpful to families? 
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Pause & Reflect 


Although the AAIDD eliminated sub- 
categories of intellectual disabilities based 
on levels of measured intelligence, these (or 
other) categories are still maintained by many 
state and local education agencies and in the 
American Psychiatric Association’s (APA) of- 
ficial guide (Diagnostic and Statistical Manual of 
Mental Disorders, Fourth Edition, Text Revision; 
DSM-IV-TR; APA, 2000). Because these subcat- 
egories also are often referred to in professional 
writing and discussions, you should be famil- 
iar with these levels and their corresponding 
approximate IQ ranges: mild (50 to 70), moder- 
ate (35 to 50), severe (20 to 35), and profound 
(below 20 to 25) intellectual disabilities. 

Another important change regarding 
terminology came when President Barack 
Obama signed a new law called “Rosa’s Law” 
on October 5, 2010, that requires all federal 
agencies to stop using the term mental retar- 
dation and mentally retarded. Instead, federal agencies must now use the term intellectual 
disability. Rosa’s Law was modeled on a law passed in the state of Maryland and was named 
after Rosa Marcellino, a 9-year-old girl with Down syndrome. The Marcellino family first 
influenced their state representative to pass the legislation in Maryland and then Senator 
Barbara Mikulski introduced the proposal in the U.S. Senate. It became law with President 
Obama’s signature and made a signifcant contribution to the nationwide movement to “end 
the r word” (see www.specialolympics.org). 


Zs 


Identification of Students with 
Intellectual Disabilities 


Identification in the Early Years 

We can identify some children likely to develop intellectual disabilities when they are very 
young, even when they are infants or toddlers. These children may have distinctive features 
(such as in the case of children with Down syndrome) or physical disabilities (such as when 
cerebral palsy occurs) that suggest the presence of a developmental delay or the possibility 
that a delay is likely to occur. Usually, parents or pediatricians are the first to observe 
that children are not achieving key developmental milestones. For example, language 
development or motor skills may be below average for the child’s chronological age. 

When children are identified as possibly having a disability, agencies can begin to 
provide services if assessments by physicians and other skilled clinicians show that a child 
is truly experiencing a delay. The clinicians will conduct their evaluations using medical and 
developmental assessments to determine how much of a delay is occurring and in what areas of 
development. States use different criteria in determining a significant delay, but typically they 
include a substantial delay in one area (e.g., a 25% delay or 2 standard deviations below the 
mean) or a significant, but less serious, delay in two or more 
areas (e.g., a 20% delay or 12 standard deviations below 
the mean) (Shackelford, 2006). 

Children identified at a very young age as having 
intellectual disabilities usually have the condition because 
of genetic inheritance, chromosomal anomalies, or various 
prenatal causes. Often, professionals refer to very young 
children as having a “developmental delay’—as opposed 
to an intellectual disability—because accurate diagnosis of 
the nature or degree of their disability is difficult. 
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Identification in the School Years 

The proportion of children who can be identified early in life as having an intellectual or develop- 
mental disability is relatively small. Instead, most children in public schools who are classified as 
having intellectual disabilities are not identified before they begin school; initially they draw atten- 
tion to themselves in school when they exhibit academic or behavioral challenges. These children 
usually have a less severe degree of intellectual disability and have traditionally been referred to as 
having “mild” intellectual disabilities. 

Most students with mild intellectual disabilities appear very similar to others in school, except 
for the fact that they learn academic material much more slowly than most other students and may 
be less socially mature. 

When a school-aged child demonstrates academic or behavioral characteristics that cause 
concern, the school will first try to find a way to remediate the student in the general education 
classroom without referring her for special education evaluation. The school will develop and ap- 
ply a response-to-intervention (RTI) plan and assess whether the child improves academically or 
behaviorally. If the intervention plan succeeds, then the child will not require formal evaluation. 
However, if the student continues to have difficulty succeeding, the school will refer her for evalu- 
ation by a multidisciplinary team. 

If, as a result of formal psychological evaluation, the student scores at or below 70 to 75 points 
on a standardized test of intelligence and continues to exhibit weaknesses in academic skills and 
other conceptual, social, and practical adaptive skills, then school administrators will identify the 
student as having an intellectual disability and will ask parents to formally endorse this decision. 
It is important for you to understand that it is primarily the low score on the intelligence test that 
leads to a classification of intellectual disabilities. Without a significantly low score on this assess- 
ment, as well as evidence of a deficit in adaptive behavior, school personnel may place the student 
in another disability category, such as learning disabilities. 


Prevalence 


Most authorities have reported the overall prevalence of intellectual disabilities as being some- 
where between | and 3%, depending on the criteria used to define the condition and the ways in 
which the numbers are estimated (Beirne-Smith, Patton, @ Kim, 2006; Taylor, Richards, & Brady, 
2005). According to the U.S. Department of Education (2009), however, slightly less than 1% 
(0.84%) of public school students between the ages of 6 and 21 years are classified as having intel- 
lectual disabilities. This may be a little misleading because students with intellectual disabilities 
may be included in other disability categories. For example, within the same age group (© to 21), 
0.2% of the student population is classified as having “multiple disabilities,” and 0.11% is classified 
as having “developmental delays.” Thus, we might estimate that approximately 1 to 1.1% of the 
school-aged population has intellectual disabilities. 

Across different states, the percent of students classified by the public schools as having intellec- 
tual disabilities varies considerably. Some states are quite a bit below the U.S. Department of Education 
figure of 0.84%, and others are significantly above it. According to the U.S. Department of Education 
(2009), states that report having fewer students classified as students with intellectual disabilities (0.5% 
or less) include Alaska (0.42%), California (0.46%), Colorado (0.34%), Connecticut (0.41%), Maine 
(0.32%), New Hampshire (0.33%), New Jersey (0.33%), New Mexico (0.33%), New York (0.35%), Texas 
(0.49%), Utah (0.49%), and Washington state (0.40%). In contrast, those reporting have significantly 
more than the average (1.25% or more) include Arkansas (1.75%), Washington, DC (1.64%), Georgia 
(1.33%), Indiana (1.52%), Iowa (1.81%), Kentucky (2.0%), 
Nebraska (1.36%), North Carolina (1.44%), Ohio (1.77%), 
South Carolina (1.49%), and West Virginia (2.48%). So, 
the average percent of students with intellectual disabilities 
really isn’t uniform throughout the country. 

So where does the larger estimate, the 3% figure, 
come from? Professionals who study the prevalence of 
conditions such as intellectual disabilities, referred to as 
epidemiologists, often use different criteria of a condition 
and different data collection methods to arrive at their 
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Looking from states with the lowest prevalence of 
students with intellectual disabilities to those with the 
highest, proportionally six to seven times more students 
with intellectual disabilities are in the highest-prevalence 
states than in the lowest-prevalence states. What do you 
think accounts for these great differences? 
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estimates. Thus, if a very broad criterion 
were used (e.g., counting all persons in soci- 
ety with an IQ of 75 or less, not just those in 
public school, and without consideration of 
adaptive behavior), then the larger percent- 
age would be more likely. 


Service Delivery 


Based on U.S. Department of Education 
(2009) data, we know that almost 93% of 
students classified as intellectually disabled 
(between 6 and 21 years old) go to regular 
public schools with other students without 
disabilities. Therefore, contact with these stu- 
dents by all teachers is very likely. However, 


Most general education teachers will have students with intellectual disabilities for where in the schools these students spend 


at least a part of the day. 





their day may vary. About 17% of them are 

in general education classrooms most of the 
time (i.e., 80% or more of the time) and another 27% are in the general education classroom 
between 40 and 79% of the time. But 48% are in the general education classroom less than 
40% of the time. Also segregated are the relatively small number of students (about 7%) 
with intellectual disabilities who spend their school days in public or private special schools 
(schools only for students with disabilities), in public or private residential facilities, or in 
their homes or a hospital. In sum, these figures mean that although some students with 
intellectual disabilities, like Zachary, are included in general education classrooms, most 
spend most of their school day in special classes or in other separate settings. 

But the Department of Education data reveal other information as well. Keeping in mind 
that nationwide about 17% of students with intellectual disabilities are primarily served in 
general education classrooms, a great deal of variability around this figure occurs in different 
states, meaning that the amount of inclusion of students with intellectual disabilities var- 
ies from state to state. For example, Colorado, lowa, Kentucky, Nebraska, New Hampshire, 
North Dakota, Rhode Island, and Vermont report that more than 25% of their students with 
intellectual disabilities spend most of their time in general education classrooms, whereas 
Nevada, Texas, Utah, and Washington, DC, report that less than 5% of their students with 
intellectual disabilities spend the same amount of time in the general education classroom. 
Therefore, the amount of inclusion of students with intellectual disabilities that may occur 
is somewhat based on where the student lives (Smith, 2007). 

There are other causes of variability related to including students with intellectual dis- 
abilities. We know that more students with intellectual disabilities are included at the el- 
ementary level and fewer at the middle school and high school level. Additionally, students 
with multiple disabilities, who are likely to have more severe intellectual disabilities, are 
more often placed in separate schools, and students who exhibit challenging behavior are 
more likely to be placed in separate settings if their behavior does not improve. 


VAN AVA \V,Van do) a ales ite heb lel-lahe 


What It Means to Be Included 


In our earlier visit to Susan Huff's classroom we met Zachary, a fifth grader with moderate intellectual disabilities. 
Zachary can't tell you anything about why some students who are like him are included and some are not, but he can 
tell you what it means to him. When you ask Zach about his school, he answers, ina high-pitched, excited voice, “It's 
good. | like it more than better!” and about his teacher, Mrs. Huff, he says, he likes her “’cause she’s great.” He says 
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the same about Mrs. Healy, the special education interventionist who works in the room with Mrs. Huff to provide sup- 
port for Zachary and the other students with disabilities who are in the classroom. 

It's clear from his smiling and laughing that Zach likes being in Mrs. Huff's room, but he’s not there just to socialize. 
Mrs. Huff emphasizes that the students with disabilities in her classroom are expected to learn like the other students: 
in fact, she finds their learning a very satisfying aspect of her work. She explains, “| think with children with disabilities 
you can see a lot of progress. They're sometimes the ones that show you that what you're doing is worth it. There are 
those little ‘a-ha’ moments and you say, ‘Wow—you get it.’ 

Zach takes part in lessons that have been adapted to meet his abilities and needs, and is given assistance by the 
other students as well as Mrs. Huff and Mrs. Healy. He'll tell you, “I learn a lot,” and when you press him, he'll reveal 
to you what he likes to learn the most: “I’m learning about social studies. Social studies is great.” He’s most proud of 
the project he has been working on about Native Americans and smiles broadly as he points to his work when Mrs. 
Healy prompts him to do so. 

When asked, Zachary will also share with you some of the problems about going to school. Recently he had an 
unpleasant encounter with a boy named Brandon. He explained, very quietly, “Some kids .. . some kids . . . | have a 
problem with Brandon. He...he...he says. ‘Get out of his face.’” 

So now, Zach explains, “| leave him alone.” Mrs. Healy explains that Zachary annoyed Brandon on the bus and 
Brandon told him to leave him alone and the bus driver scolded both of them. And Zach adds, “And Brandon got on to 
me and Brandon cursed on the bus.” 

Although to Zach the experience with Brandon was unpleasant, it was also another important learning experience. 
Despite the fact that most of the students in the fifth grade at Gilpin Manor like Zach, he realizes that not everybody 
does. And when asked if he is going to stay away from Brandon, he says, “Leave Brandon alone.” This is another im- 
portant lesson learned through inclusion. 





Major Characteristics of Students 
with Intellectual Disabilities 


As with other disabilities, the diverse range of strengths and weaknesses that we see in 
students with intellectual disabilities makes it almost impossible to make generalizations 
about their abilities. Although, by definition, they all will find learning challenging, you 
may also be surprised to discover that many people with intellectual disabilities, like Zach, 
have personal strengths and assets that add much value to the world around them. Students 
with mild or moderate intellectual disabilities will often be able to take part in class activities 
and benefit from the general curriculum, as other students do. Those with more significant 
intellectual disabilities can also participate and learn if teachers make critical accommoda- 
tions and adjustments to support them. 


Academic Characteristics 


Students who are identified with mild intellectual disabilities lag behind grade-level peers 
in developing academic skills and are likely to be delayed in learning to read, learning ba- 
sic math skills, and learning other academic skills that are based on these building blocks. 
Although students with mild intellectual disabilities will be behind age-level peers in 
academic achievement throughout their school years, over time, many will develop basic 
literacy and math skills, often up to about the fourth-grade level. Also, they should be able to 
achieve skills necessary for relatively independent functioning, such as using money, telling 
time, and self-management. The greatest challenges to these students will be skills that 
require reasoning such as reading comprehension, problem solving, and planning ahead 
(Beirne-Smith et al., 2006; Taylor et al., 2005). 

Students with moderate intellectual disabilities, like Zach, will function somewhat 
lower than students with mild intellectual disabilities but may still learn a number of basic 
academic and practical skills. They can master a significant list of letter names and sounds, 
and most can learn sight words and how to tell time and use money. In comparison to 
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Have you ever reflected on the kinds of academic skills 
necessary for day-to-day living? In the areas of academics, 
what do you think would be important for individuals with 
mild-to-moderate intellectual disabilities to learn? 


Chapter 5 


individuals without disabilities, their ultimate academic 
achievement may be up to about a first- or second-grade 
level. However, they can learn adequate verbal com- 
munication, daily living skills, and domestic skills; and 
they can learn to operate in the community by doing 
things such as using public transportation, shopping, 
and eating at restaurants. As adults, most will be able 
to work in the community in jobs such as performing 
clerical tasks in offices, or bagging groceries or stocking shelves in stores (Brown, Shiraga, 
& Kessler, 2006). 

Students with more severe intellectual disabilities typically do not possess many 
academic skills, such as reading or math skills, but they may be able to recognize 
some words and common signs. They may know that money is of value but may not 
comprehend the specific value of bills or coins. Communication skills will be very 
diverse. Many can communicate adequately (with signs, words, or symbols), but some 
cannot. Some will be able to take care of their personal needs, but others may not. 
The more severe the disability, the more likely the person is to experience physical or 
medical conditions in addition to an intellectual disability (Petry & Maes, 2007). Recent 
advances in assistive technology (AT) have greatly advanced these students’ ability 
to participate in various activities. Assistive technology devices and support services 
can assist them with communication, daily living skills, and mobility (Westling & 
Fox, 2009). 








Cognitive Characteristics 


Students with intellectual disabilities experience challenges with a range of cognitive 
abilities. The following are some challenges that you will likely note in these students. 
Think about Zachary and how his activities and experiences reflected some of these 
characteristics. 


Language Skills 

Individuals with intellectual disabilities will typically have restricted language abilities. 
Their expressive language limitations may be indicated by problems in articulation, 
grammar, vocabulary, and general expressive ability. Their receptive language abili- 
ty, or comprehension, may not be as limited as their expressive ability but will still 
be problematic. Their difficulties with receptive language may range from having 
trouble understanding simple verbal directions to being able to engage in a two-part 
conversation. 


Observational and Incidental Learning 

Observational learning is learning through watching and imitating another person who is 
serving as a model. Incidental learning is learning something that was not taught directly 
but that might be learned if attended to. Many students with intellectual disabilities do 
not profit from these forms of learning as well as students who do not have intellectual 
disabilities. 


Skill Synthesis 

Most individuals who do not have intellectual disabilities learn separate skills such as reading, 
writing, and arithmetic, and then pull these skills together in an organized, useful way to un- 
dertake a particular activity, such as grocery shopping. For students who have intellectual dis- 
abilities, however, the ability to synthesize information and skills is very limited. They often fail 
to see the relation of one bit of information to another. 
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Students with intellectual disabilities require meaningful learning experiences to develop adaptive behavior 
skills. 


Generalization 

One of the most significant learning weaknesses of students with intellectual disabilities 

is their diminished ability to generalize acquired skills—to apply what was learned in one 
3 situation to another situation. Generalization is usually considered the demonstration of 

skills with different people, using different objects or materials, in different settings, and at 

different times. One of the benefits of inclusion is that it provides more opportunities for 

students to practice generalizing new skills. 


Social and Behavioral Characteristics 


Many students with mild-to-moderate intellectual disabilities can function quite well in 
social situations, exhibit socially appropriate behavior, and enjoy friendships and acquain- 
tances. For some, however, exhibiting socially acceptable behaviors and engaging others in 
typical, desirable ways can be challenging. 


Social Interactions 

Some students with mild or moderate intellectual disabilities may have difficulty 
interacting socially (emember Zach talking about Brandon?), but with instruction and 
practice in real-world settings, their social skills canimprove. One problem is that restricted 
cognitive and language development may cause a student with intellectual disability 
to have difficulty understanding the content of verbal interactions and understanding 
social-communicative expectations, such as when to listen and when and how to respond 
during conversations. Similarly, difficulty with attention and memory can affect social 
interactions. Students with mild or moderate intellectual disabilities may have difficulties 
reading social cues and interacting in a socially appropriate manner, especially if they 
lack support. This may lead to a poor self-concept, a lower social status, and withdrawal 
in social situations (Beirne-Smith et al., 2006). More positively, as you can see next, 
well-constructed social relationships with peers who do not have disabilities can benefit 


5 all students. 
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A View from Peers 





Including Students with Intellectual Disabilities 


Any fifth-grade teacher would love to have students like Marissa and Anna, and Mrs. Huff most certainly is among 
them. These two girls are bright, articulate, and motivated to learn, and they're on track to develop into very 
successful young women. They are great friends with each other, but they are also close buddies with Zachary, 
having known him since the second grade. Students like Marissa and Anna contribute a lot to Zach's success, and 
he contributes to their enthusiasm for their school day at Gilpin Manor. They spoke freely about Zach and his place in 
Mrs. Huff's classroom. 

“| think he fits in a lot,” Marissa said. “Like everybody knows him and like . . . a lot of other people are good friends 
with him and like him, and he fits in with everybody else.” But should he go to a special school or a special classroom 
only for students with special needs? “No,” Marissa answered. “He should stay ‘cause he does the same thing that 
we do. Um... he doesn’t look at stuff the same way as other kids or talk the same way, but after you get to know 
him... you know that, like, he can do a lot of stuff. He just needs a little bit extra help. | don’t think he needs to go 
anywhere. And there're a lot of nice teachers that will help him here too.” Also, Marissa pointed out, “He's at our table 
and everybody at our table lends a hand and helps him out.” 

Anna's comments were similar. “He's just like any other kid but he does different stuff from us and he has 
different kinds of feelings. Even though he’s different from everybody else, he’s fun to be around. He makes everybody 
in the class laugh when they're sad. And he does his work, he’s responsible. . . . He likes to talk to the teachers, he 
likes to cooperate, [and] he likes being part of the class. He doesn't, like, think of himself ‘I’m different, | have to be 
somewhere else, |’m not allowed to be with other people.’ He thinks of it like, ‘This is going to be a fun day... . | can't 
wait to go see my friends.’ He’s just full of happiness and he won't let go of that.” 

How fortunate that when Marissa and Anna become “very successful young women,” they will have their 
friendship with Zach as an important part of their childhood history. 





Behavioral Challenges 

Although it is not an issue with Zach, some students with intellectual disabilities will dem- ¢ 
onstrate uncommon, sometimes challenging behaviors. Such behaviors are probably the 
greatest impediment to social success for students with more severe intellectual disabili- 

ties. Some challenging behaviors that students may exhibit include stereotyped behaviors 
(repetitive behaviors, e.g., hand flapping, also referred to as stereotypies), self-injurious 
behaviors (SIBs) (¢.g., head banging), aggressive behaviors (e.g., hitting other people), or 
noncompliance. 

Although the cause of these behaviors is often difficult to interpret, behavior special- 
ists have recognized the importance of understanding the context in which inappropriate 
behavior occurs and possible motivating factors. In some cases, the behavior may occur as 
a basic form of communication; in others, it may occur in order to escape from a demand- 
ing situation, one in which the individual does not want to participate. Other causal factors 
also exist, leading several experts to strongly recommend evaluating both the individual 
and conditions in the environment to determine factors that may be causing or maintaining 
the challenging behavior. This type of assessment, called functional behavioral assessment 
(FBA), can usually lead to the development of a behavior intervention plan (BIP) (Carr et al., 
1999, 2002; Hanley, Iwata, @ McCord, 2003). 


Keys to Successful Inclusion: 
Tips from Effective Teachers 


Given the characteristics of students with intellectual disabilities, what are some keys to 
successful inclusion? As we saw earlier in this chapter, inclusion of students with intel- 
lectual disabilities is uneven throughout the United States, occurring frequently in some @) 
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places and not very much in others. What makes a school such as Gilpin Manor successful 
in including students with intellectual disabilities? Some important lessons can be learned 
9 by looking at how Susan Huff and others at Gilpin Manor created an effective school for 
all students. 


* Understand individual student’s strengths and limitations. To begin, you might want 
to forget some of the general characteristics discussed previously and focus on each in- 
dividual student. Learn about them as persons, get to know what they are good at and 
what their challenges are, develop relationships with them. Make sure you understand 
your students’ educational and social needs. You must know the content that is expected 
of all students and then work with a special educator to differentiate your instruction for 
students with intellectual disabilities. 

* Work closely with your colleagues. Teachers who have students with intellectual dis- 
abilities in inclusive settings will tell you that collaborating and planning with other 
teachers and other professionals is essential to successful inclusion. This doesn’t happen 
incidentally; it requires time for meeting and planning. There is also need for support in 
the classroom. In the past, many teachers viewed themselves more as solo artists, but for 
inclusion to work, teamwork is essential. 

¢ Have confidence in yourself as a teacher. You may not feel that you are being suc- 
cessful immediately, but you need to have confidence in yourself as a teacher and 
give yourself time to get to where you want to be. Many teachers do not feel suf- 
ficiently prepared to teach students with intellectual disabilities in inclusive class- 
rooms, but they must learn to be patient and trust themselves to become effective 
with all students. 

¢ Get students without disabilities involved. The involvement of students without dis- 
abilities can make a great deal of difference in the success of including students with 
disabilities in the general education classroom. They can provide both academic and 

.-) social support and will serve as good role models for the students with intellectual dis- 
abilities. Students without disabilities will also learn about how people may be differ- 
ent from each other and are likely to develop greater understanding of diverse abilities. 
Students in the classroom working as part of the team supporting inclusion can play 
an invaluable role. 

¢ Learn to enjoy and celebrate small gains. Anyone who has been there can tell you that 
teaching is hard work, but it is also good work. As Susan Huff said, “[Teaching is] very 
time-consuming. It’s very stressful. It’s emotionally draining. But at the end of the day, 
I love it. I go home exhausted and some days are better than others. But that’s life.” And 
about teaching students like Zach, she added, “They’re sometimes the ones who show 
you that what you're doing is worth it.” 


This chapter addressed the following topics: 
Definition of intellectual disabilities and criteria used for identification 


* Intellectual disabilities are defined by the AAIDD as “significant limitations both in 
intellectual functioning and in adaptive behavior as expressed in conceptual, social, and 
practical adaptive skills. This disability originates before age 18.” 
¢ Educators will evaluate infants and toddlers who may have intellectual disabilities based 
* on lack of achievement of developmental milestones. 
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During the school years, educators will use a significantly low score (less than about 70 
to 75 1Q points) on a standardized intelligence test and weakness in adaptive behavior to 
determine that a student has intellectual disabilities. 


Prevalence of students with intellectual disabilities 


The overall prevalence of intellectual disabilities is often reported as being somewhere 
between 1 and 3%. 

Slightly less than 1% of public school students between the ages of 6 and 21 years are 
classified as intellectually disabled. 

Other disability categories including “multiple disabilities” and “developmental delays” 
may increase the estimate in public schools to a little more than 1%. 


Educational placements for students with intellectual disabilities 


About 51% of students with intellectual disabilities spend more than 60% of their 
education time outside the general education classroom; only 13% are outside the 
general education classroom for less than 21% of the school day. This suggests most 
students are served in full-time or part-time special classrooms. 

About 6.5% of the students with intellectual disabilities are in separate facilities, including 
public or private special schools, residential facilities, or in homes or a hospital. 


Major characteristics of students with intellectual disabilities 


Students with mild intellectual disabilities will be below grade level in academic skills 
but may develop basic academic skills up to about the fourth-grade level. 

The greatest challenges will be the use of reasoning skills in areas such as reading 
comprehension, problem solving, and planning ahead. 

Students with moderate intellectual disabilities may be able to achieve up to about the 
first- or second-grade level and learn practical skills such as sight words, how to tell 
time and to use money, as well as verbal communication, self-help, and domestic and 
community skills. 

Most adults with mild to moderate intellectual disabilities will be able to work in com- 
munity jobs. 

Students with severe-to-profound intellectual disabilities will have a wide range of abili- 
ties in areas such as communication and self-care. 

Many students with intellectual disabilities may have difficulty understanding the con- 
tent of verbal interactions and social-communicative expectations. 

Students may develop poor self-concepts and withdraw in social situations. 

Students with more severe disabilities may exhibit challenging behaviors such as stereo- 
typed behaviors, self-injurious behaviors, aggressive behaviors, or noncompliance. 


Keys to successful inclusion: Tips from effective teachers 


Addressing Professional Standards 


Understand individual student’s strengths and limitations. 
Work closely with your colleagues. 

Have confidence in yourself as a teacher. 

Get your students without disabilities involved. 

Learn to enjoy and celebrate small gains. 


Standards addressed in Chapter 5 include: 


CEC Standards: (1) foundations, (2) development and characteristics of learners, (3) individual 


learning differences. 


~ 
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MyEducationLab 


Go to the topic Intellectual Disabilities in the MyEducation Lab (www.myeducationlab 
.com) for Inclusion, where you can: 
¢ Find learning outcomes for Intellectual Disabilities, along with the national stan- 
dards that connect to these outcomes. 
* Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 
¢ Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Dispositions learning units. 
¢ Examine challenging situations and cases presented in the IRIS Center Resources. 
¢ Check your comprehension on the content covered in the chapter with the Study 
Plan. Here you will be able to take a chapter quiz, receive feedback on your an- 
swers, and then access Review, Practice, and Enrichment activities to enhance 
our understanding of chapter content. 





















KEY TOPICS 


After reading this chapter you will: 


¢ Know who students with emotional 
and behavioral disabilities (EBD) are, 
understand the methods used to 
identify students with the disability, 
and be aware of the range of settings 
in which they are educated. 


Be able to describe major characteris- 
tics of students with EBD. 


Be aware of several practical tips from 
teachers that can facilitate the inclu- 
sion of students with EBD. 











A VIEW FROM THE TEACHER 


Behavioral Support Program Coordinator Steve Williams on 
Including Students with Challenging Behavior 


Steve Williams coordinates the school-within-a-school (SWAS) behavioral support program at 
Heritage High School. This dynamic, comprehensive program seeks to reintroduce and success- 
fully maintain students, most of whom have emotional and behavioral disabilities (EBD), in the 
general education environment. Many of the students succeed with the assistance of co-taught 
content-area classes and brief monitoring on an as-needed basis. Even with supports, however, 
not all students with EBD are ready for instruction in general education classrooms. For those 
with more intensive needs, Mr. Williams and his staff provide focused instruction in social skills, 
immediate recovery room services for crisis management, and personalized content-area instruc- 
tion in their self-contained setting. In Loudoun County, Virginia, this SWAS continuum is rec- 
ognized as a model approach for teaching appropriate behaviors and supporting students with 
challenging behaviors in the neighborhood school. 

Why does the program work? Mr. Williams is quick to attribute the success of the program 
to teamwork and a positive philosophy of inclusion that starts at the administrative level and per- 
vades all aspects of the school. School administrators ensure all students are part of the school 
community and have opportunities to participate in all school activities—required and extracur- 
ricular—and that the school provides support to enhance participation. Members of the SWAS 
clinical team work with individual general educators to make instructional accommodations as 
well as to develop and maintain behavior intervention plans. Most important is the climate of com- 
mitment, respect, and trust among members of the faculty and administration, with everyone 
doing all they can to help students manage their own behaviors. 

Clearly, many challenges are associated with day-to-day administration of the SWAS and the 
multiple stressors that come with working with students whose behaviors can be volatile and 
threatening to others. For example, a small group of students with EBD has resisted all efforts 
to become involved in the program. Trying different creative ways to integrate these students is 
both energizing and, unfortunately, sometimes frustrating. Outreach efforts are not always suc- 
cessful. Mr. Williams recognizes that he must be both persistent and relentless in his attempts 
to involve students positively in the culture of the school. He models this behavior by making a 
special effort to be active in all aspects of the Heritage High School community (Steve Williams 
is a football coach) and goes to great lengths to maintain communication with his colleagues and 
assistants. 





4M 98 PARTI 


MyEducationLab 


Visit the MyEducationLab 
for Inclusion to enhance 


your understanding of 
chapter concepts with 
a personalized Study 


Plan. You'll also have the 
opportunity to hone your 


teaching skills through 


video and case-based As- 
signments and Activities, 


Building Teaching Skills 


and Disposition lessons, 


and IRIS Case Studies. 








What fuels general educators’ concerns and/or reluctance 
about teaching students with EBD? Are these apprehensions 
valid? What actions can educators take to address these 


concerns? 


Pause & Reflect 


Chapter 6 


On those inevitable challenging days, Steve makes every effort to make sure he does not 
bring the stress of school home. To navigate the tough days, endurance and motivation come 
largely from the empathy he feels for the students and their families. By recognizing the perspec- 
tives of these stakeholders, Mr. Williams humanizes the process of education and inclusion, go- 
ing beyond the often-distant jargon-filled talk of placements, levels, and hours of service delivery. 
He reminds himself that these are real kids, with real families and, unfortunately, with behavioral 
challenges. He also reminds himself that the program and his efforts provide hope and success 
in a climate of fairness and respect. Steve's advice for those who seek to include students with 
EBD: Always be prepared, adapt lessons for success, work as a member of the team, and keep 
the commitment to the students as the number-one priority. 





Introduction 


Is it prudent to include students with extremely challenging behaviors in general educa- 
tion classrooms? Won’t these students disrupt the flow of instruction and endanger the 
safety of other students? What should | do if one of these students has a crisis or acts out 
repeatedly? Isn’t it best for students with emotional and behavioral disabilities (EBD) to 
be assigned to classrooms of their own, environments where they can have sustained op- 
portunities to learn socially appropriate behaviors with professionals specially trained to 
deal with them? 

Questions such as these are typical when educators discuss the inclusion of students 
with EBD. Because of the frequency and intensity of these students’ challenging behaviors, 
many of them are excluded from key elements of the general education experience. A large 
number of students with EBD require focused and individualized instruction in social and 
emotional skills—lessons that are best delivered in separate settings. Although focused, seg- 
regated instruction may be necessary, it is usually not sufficient. To practice improvements 
in social and emotional functioning, students with challenging behaviors require inclusion 
in typical general education settings. Opportunities to attend one’s neighborhood school, to 
interact with appropriate peer role models, and to participate in high-level content learning 
are essential elements of educational efforts that lead to generalized and sustained changes 
in behavior. 

Steve Williams of Heritage High School (see the “View from the Teacher” feature) 
recognizes that educating students with EBD requires the availability of a range of spe- 
cialized supports and accommodations, while simultaneously providing opportunities 
for students to benefit from general education classes. With the school-within-a-school 
(SWAS) approach, teachers respond to individual student needs by offering a balance of 
separate and inclusive programming with varying levels of behavioral support, mentor- 
ing, small-group instruction, and monitoring. Teachers in the SWAS environment also 
recognize the importance of responding to the needs of their general education col- 
leagues, who, like most teachers, are at their best when immediate assistance and con- 
sultation are available (Shapiro, Miller, Sawka, Gar- 
dil, @ Handler, 1999). As we present the defining 
characteristics and effective practices for this group 
of students with challenging behaviors, begin think- 
ing of the range of ways that educators can organize 
schools and classrooms to deliver focused interven- 
tions, promote a safe learning environment for all, 
and maximize the benefits associated with inclusive 
environments. 
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Students with EBD respond well to positive behavior supports and mentoring provided by caring adults. 


Who Are Students with Emotional 
and Behavioral Disabilities? 


Definition 
Although frequently faulted for its vague and general terminology, the definition of emo- 
tional and behavioral disabilities that professionals use today is historic and well-worn. It 
iL) was originally published by Eli Bower in 1960 and included as serious emotional distur- 
bance (SED) in the landmark Education of All Handicapped Children Act (EAHCA) of 
1975 and all subsequent reauthorizations (later known as the Individuals with Disabilities 
Education Improvement Act—IDEA). As you review the following definition, first focus 
on the positive elements of the definition; then identify the components that are difficult 
to quantify and/or subject to broad interpretation. 


The term emotional disturbance means a condition exhibiting one or more of the follow- 
ing characteristics over a long period of time and to a marked degree that adversely affects 
a student’s educational performance: (a) An inability to learn which cannot be explained 
by intellectual, sensory, or health factors; (b) An inability to build or maintain satisfactory 
interpersonal relationships with peers and teachers; (c) Inappropriate types of behavior 
or feelings under normal circumstances; (d) A general pervasive mood of unhappiness 
or depression; (e) A tendency to develop physical symptoms or fears associated with 
personal or school problems. The term includes children who are schizophrenic. The 
term does not include children who are socially maladjusted, unless it is determined that 
they have an emotional disturbance. (U.S. Department of Education, 2005) 


Among the positive elements of the definition are the descriptive manifestations of 
the disability, presented in terms teachers typically use and understand. Most teachers 
believe they can recognize satisfactory interpersonal relationships and inappropriate behaviors 
or feelings. However, like advocates who have been seeking to strengthen the definition 
(e.g., Forness & Kavale, 2000), you probably have concerns with the lack of precision 
surrounding the actual measurement of these descriptors as well as what is meant by the 
initial qualifying terms to a marked extent and over a long period of time. Vague terms such 

) as these are prone to a wide range of differing interpretations, resulting in students’ being 
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Who are they? Students with EBD have pervasive behavioral and emotional behaviors that 
differ significantly from appropriate age, cultural, or ethnic norms. These 


attendit g to . | b i q 


What are the demographics? ¢ Researchers estimate that 0.78% of the school-aged population (approxi- 
mately 417,872 students) are identified with EBD. 
e Approximately 7.1% of all students identified as having a disability are 
identified as having EBD. Approximately 80% are male, and 50% receive 
medication. 





mistakenly included or excluded from this disability category. Not surprisingly, students __ 
identified as having EBD vary in characteristics across and within classrooms, schools, and () 
communities. 

Keep in mind, however, that developing a truly objective, fail-safe definition of EBD 
may be difficult if not impossible. Consider the obstacles: First, no single trusted measure 
of social or emotional functioning is equivalent to those 
used for assessing intelligence or achievement. Second, 
the range of behaviors presented by those with EBD of- 
ten overlaps with the behaviors of those without disabili- 
ties. Finally, the variety of theories that attempt to ex- 
plain the development and maintenance of EBD—such 
as the behavioral and the psychodynamic models—often 
conflict. 







Pause & Reflect 


Although they cannot actually measure it, many 
teachers believe they know EBD when they see it. Do 
you agree with this belief? What are the advantages 
and disadvantages of using teacher judgment in the 
identification of students with EBD? 


Identification of Students with Emotional 
and Behavioral Disabilities 


Educators typically identify and assess students with EBD through a three-step approach 
that includes screening, identification, and the direct assessment of targeted behaviors. This 
three-step approach allows for determination of the disability and, more importantly, pin- 
points specific behaviors in need of intervention. 

Screening is the process of determining if a student has the broad set of behavioral 
patterns suggesting risk for EBD. Most teachers, through their daily instruction, interactions, 
and observations, informally screen for these patterns on a regular basis. Although these 
informal activities are practical and straightforward, they can have some negative conse- 
quences. Generally, teachers vary greatly in the range and frequency of students they iden- ) 
tify. Those teachers with low tolerance levels refer large numbers of students, while those 
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with high tolerance identify fewer students, overlooking a significant proportion of students 
at risk (Rosenberg et al.; 2004). Not surprisingly, teachers tend to identify students who 
exhibit externalizing and disruptive behaviors, sometimes neglecting those with significant 
internalizing behavior problems. One way to address these shortcomings is to formalize 
the screening process. One fairly easy method is to actively rank students on categories of 
functioning such as appropriate classroom behavior, social interaction, and problem solving. 
Those at the extreme ends of the classroom distribution are considered for additional, more 
structured evaluation. Also available are highly structured commercially prepared systems 
of screening such as the Systematic Screening for Behavior Disorders (SSBD) (Walker & Se- 
verson, 1992) and the Early Screening Profile (ESP) (Walker, Severson, & Feil, 1995), which 
guide teachers through the specific steps of the screening process. 

When screening indicates a possible disability, educators refer students for a more in- 
depth examination. Two types of assessment methods are most often used: behaviorally 
based rating scales and personality-oriented methods. Behavior rating scales are easy to ad- 
minister, apply readily across settings and sources (teachers, parents, and students), and 
serve as efficient summaries of different types of behaviors (Elliott & Busse, 2004). The 
Child Behavior Checklist (CBCL) (Achenbach & Rescorla, 2001, the Behavioral and Emo- 
tional Rating Scale (BERS) (Epstein &@ Sharma, 1998), and the Social Skills Rating System 
(SSRS) (Gresham @ Elliott, 1990) are among the more frequently used scales. 

The goal of personality-oriented methods is to ascertain how a student thinks and feels 
across situations and over periods of time. Educators use two types of personality measures, 
objective and projective, in the identification of EBD (Cullinan, 2004). Objective instruments, 
such as the Piers-Harris Self-Concept Scale (Piers & Harris, 1984), present items in a stan- 
dard fashion, use a protocol for scoring, and employ normative data to assess differences. 
Projective measures, such as the Rorschach Ink-Blot test (Rorschach, 1932), require that indi- 
viduals interpret or project meaning onto ambiguous pictures, images, or statements. It is 
assumed that these responses reveal an individual’s innermost thoughts, feelings, needs, 
and motives. 

Arguably, the most important aspect of the identification process is pinpointing spe- 
cific instructional and behavioral problems, a prerequisite for the selection or generation of 
appropriate interventions. The most effective and comprehensive method for instructional 
and behavioral planning is a functional behavioral assessment (FBA). The logic underlying 
the FBA is that much of an individual’s behavior is supported by the environment, occurs 
within a particular context, and serves a specific purpose. Specifically, all people behave in 
ways to satisfy needs or achieve desired outcomes. Unfortunately, many students with EBD 
use extreme, often disturbing methods to reach their goals. These students require guidance 
in seeking alternative ways, or replacement behaviors, to meet their needs. The FBA is a 
series of tools that help identify events, activities, and situations associated with a student's 
problem behaviors and, more importantly, help plan environmental adjustments that can al- 
ter the frequency and intensity of such behaviors (Gable, Hendrickson, & Van Acker, 2001; 
Landrum, 2011; Scott & Kamps, 2007). 


Prevalence 


The prevalence, or frequency of occurrence, of students with EBD is less than 1% (0.78%) of 
the school-aged population. This represents approximately 417,872 students, which accounts 
for 7.1% of all students identified as having a disability (U.S. Department of Education, 2011). 
More than three fourths are boys, and those identified with the disability are more likely than 
other students to live in households with several risk factors, including poverty, a single par- 
ent, an unemployed parent, and a sibling with a disability (Wagner et al 2005), 

Advocates and teachers alike believe the actual number of students who need services 
far surpasses the number identified. Nonetheless, although the number of students identi- 
fied is relatively small, considerable concern exists that certain populations of students are 
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able special educators. 


Pause & Reflect 


Why are certain groups of students disproportionately rep- 
resented among students identified as having EBD? Why 
are issues like this difficult to discuss? What can be done 
to address this issue in a fair and direct manner? 


overrepresented. For example, compared to students of 
European American descent, African Americans are ap- 
proximately 1.7 times more likely to be identified as hav- 
ing the disability. Still, little consensus exists as to cause 
of this disproportionality, and unfortunately, many educa- 
tors are reticent to discuss racial disparity issues directly 
(Coutinho, Oswald, & Forness, 2002; Skiba, Simmons, 
Ritter, Kohler, Henderson, & Wu, 2006). 





Service Delivery 


With behaviors that can be aggressive, perseverative, and sometimes threatening, students 
with EBD are educated in restrictive settings more often than any other students with 
disabilities. Approximately one fourth all students with EBD between the ages of 6 and 
21 spend more than 60% of their time outside general education classes in their neighbor- 
hood schools, 13% are served in separate day treatment facilities, and 1% are educated in 
their homes or in hospitals (U.S. Department of Education, 2011). Accordingly, educators 
continue to debate how best to deliver the variety of special services students with EBD 
need. As we mentioned at the beginning of the chapter, this debate is a function of ten- 
sions among the desire to provide essential services, the need to maintain these students in 
the least restrictive environment, and the responsibility of maintaining a safe and orderly 
instructional environment for all students (Oluwole, 2009). Few argue that students with 
challenging behaviors should garner the benefits of inclusive programming whenever pos- 
sible. However, many general educators feel unprepared to deal with students with challeng- 
ing behaviors and believe they can best serve students by collaborating with knowledgeable 
special educators. Consequently, the consensus among educators is that students with EBD 
require team-implemented, individually tailored programs that make use of the full con- 
tinuum of placement and service options. 

Heritage High School’s school within a school model is an example of a team-based, 
full-continuum service-delivery program. As presented briefly in the chapter-opening 
vignette, Steve Williams employs a series of activities to support students with EBD 
(and their teachers) in inclusive classrooms. Some students benefit from the typical co- 
teaching of general and special education teachers in content-rich classes such as ge- 
ometry, physics, and biology. In those classes, the co-teaching team adapts instruction 
to minimize frustration and provides 
directed encouragement and _ rein- 
forcement for students to persevere 
when the going gets tough. Other 
students at Heritage require the sup- 
port of one-to-one support person- 
nel, adult mentors, and peer facilita- 
tors, all of whom assist the individual 
student to manage his behavior in the 
classroom. In all cases, the program 
emphasizes success with a number 
of in-class curricular techniques that 
teachers use to promote inclusive 
programming. These techniques in- 
clude self-management, cooperative 
learning, peer tutoring, and prob- 
lem-solving training. Teachers moni- 
tor data weekly, and students move 


General educators can best serve students with EBD by collaborating with knowledge- among levels of support depending 


on their success. Still, the faculty and 


=> 
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staff at Heritage remain aware that students with EBD may be easily frustrated and act 
out, making readily accessible crisis procedures and protocols for directed social skills 
instruction necessary. 


Major Characteristics of Students with Emotional 
and Behavioral Disabilities 


The primary characteristics of students with EBD fall into two major categories: external- 
izing behavior problems and internalizing behavior problems. We describe the specific pat- 
terns of behavior that fall into each of these two categories and also describe common 
academic and social difficulties. 


Externalizing Behavior Problems 


Externalizing behavior problems are overt instances of defiance and disruption. Accord- 
ing to Steve Williams at Heritage High School, these behaviors, most notably aggression 
and noncompliance, are the most frequent reasons fellow teachers give for needing sup- 
port from their SWAS program. These extremely troublesome behaviors begin early in a 
child’s development and are most responsible for disciplinary removals from classrooms 
and schools across the nation; for referrals for specialized psychological, psychiatric, and 
juvenile justice services; and for immense difficulties faced by families and local commu- 
nities (Cullinan @ Sabornie, 2004; Loeber & Burke, 2011; Wiley, Siperstein, Forness, & 
Brigham, 2009). 

Aggression can be either verbal or physical. Verbal aggression includes yelling, teasing, 
whining, tantrums, and using profanity, as well as orally threatening or humiliating another 
person. Physical aggression includes abusive and violent actions such as hitting, kicking, grab- 
bing, and biting (Patterson, Reid, Jones, @ Conger, 1975; Rosenberg et al., 2004). You will 
observe that some students with EBD use aggression to bully, intimidate, and manipulate 
others. Unfortunately, you will also notice that others tend to acquiesce to these students’ 
demands in order to avoid confrontations. Unfortunately, these situations can result in other 
students’ learning that aggressive tendencies can result in desired outcomes. 

Students with EBD also frustrate their teachers because they simply refuse to do what is 
requested of them. Noncompliance is the term used to describe those instances when students 
actively choose not to respond to instructions or requests. A history of these refusals disrupts 
academic and social development, results in fewer educational opportunities, and often leads 
to serious patterns of antisocial behavior (Austin & Agar, 2005; Walker @ Walker, 1991). Con- 
sider the long-term effects: An individual who fails to respond to requests would be unable to 
maintain employment and would have a difficult time developing and maintaining friendships. 


Internalizing Behavior Problems 


In sharp contrast to externalizing problem behaviors, teachers tend to under-refer students 
with suspected internalizing behavior problems (Gresham & Kern, 2004). Because internal- 
izing problems involve inwardly directed actions, teachers often have difficulty identifying 
them in classroom situations. Among students with EBD, the more common internalizing 
behavior problems are social withdrawal, anxiety disorders, and depression. 

Students with social withdrawal tend to spend an excessive amount of time in solitary 
play and have low rates of verbalization and positive social interactions with peers and 
adults (Schrepferman, Eby, Snyder, & Stropes, 2006). It is important that teachers identify 
these students as early as possible, because young children learn from interacting with one 
another and experimenting on how best to get along with others (Kennedy & Shukla, 1995). 
Also, not developing appropriate peer relationships in childhood is predictive of social 
adjustment and psychological problems in adolescence and adulthood, most notably for 
depression and loneliness (Gresham, Lane, MacMillan, & Bocian, 1999). 
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Students who do not develop appropriate peer relationships are at risk for later 
psychological challenges such as depression and social adjustment problems. 





Anxiety is the uncomfortable physical 
signal for concern, thought, and action 
regarding our daily life challenges. The 
majority of child and adolescent anxiety is nor- 
mative and transitory, rarely interfering with 
typical development. However, approximately 
2 to 5% of children have severe anxiety char- 
acterized by persistent worry occurring for a 
significant amount of time and often requiring 
clinical intervention (Landrum, 2011). Com- 
mon forms of anxiety among children and 
adolescents (and their symptoms) include 
(1) generalized anxiety (restlessness, fatigue, 
irritability, muscle tension, sleep disturbances, 
and difficulty concentrating); (2) separation 


anxiety (excessive worry about being separated from primary caretakers), (3) obsessive-com- 
pulsive disorder (OCD: ritualistic and repetitive hand washing, thoughts, and checking on 
events and thoughts); and (4) social anxiety (extreme fear of social or performance situations). 
Approximately 14% of students identified with EBD meet the diagnostic criteria for an anxiety 
disorder, and students, like Ryan before he received intervention (see the “View from a Student” 
feature below), underperform academically and are more likely to drop out of school than their 
nonanxious peers (Schoenfeld & Mathur, 2009). 


A View from a Student 





Ryan and the Benefits of Supported Inclusion at 
Heritage High School 


Ryan is not your average college student. A freshman at a university located in south-central Virginia, he is a straight A 
student studying computer science and a recent inductee into a national honor society. A gifted writer, one of Ryan’s 
term papers was recently accepted by a scholarly journal. Aware of Ryan's successes, it should come as no surprise 
that the faculty and staff at Heritage High School, Ryan’s alma mater, characterize his accomplishments as amazing 
and awesome! 

Here is what makes Ryan's success at college amazing and awesome: Just a few years earlier, as a student at 
Heritage High School, Ryan experienced a number of behavioral challenges. Identified as having an emotional and be- 
havioral disability, he was often overwhelmed at school, experiencing what he describes as intense emotional turmoil 
and an inability to plan for and meet his academic requirements. Reflecting on his high school years, Ryan recognizes 
that a number of factors contributed to his initial lack of success. Dealing with a form of epilepsy that often led to hun- 
dreds of petit mal seizures each day, he was anxious, unable to concentrate, and fearful of other people. Feeling guilty 
and angry, Ryan fell into a deep depression and required mental health services outside of the school setting. 

Ryan attributes his turn-around to the rapid action of the committed administration, faculty, and staff at Heritage 
High School. Rather than place Ryan in a segregated or residential facility for students with emotional and behavioral 
disabilities, a team of teachers, coordinated by Dean of Students Susan Hill, worked with Ryan and his parents on a 
structured plan for supporting Ryan in inclusive classes throughout the school day. Components of the plan Ryan found 
most useful were (1) the organizational/time management strategies he developed with Mrs. Hill; (2) the opportunity, 
location, and adult guidance to calm down when he felt overwhelmed; and (3) the school's Check and Connect program 
that provided him with a mentor and a supportive, structured process for self-monitoring and adjusting his behaviors. 
Ryan believes the combination of flexibility in scheduling at Heritage High School (early on, he needed a shortened 
school day), the high level of teacher commitment, and his acquisition of learning strategies for managing his assign- 
ments (e.g., not waiting till the last minute on big projects) helped him graduate with solid grades and acceptances to 
several excellent colleges. 

Today, Ryan applies much of what he learned at Heritage High School to his studies at college. For example, he 
makes frequent use of the strategies for organizing his work that he learned from Mrs. Hill. He minimizes his anxiety 
by developing a reasonable time line for project completion; breaks down big projects into smaller, more manageable 
components; and uses detailed outlines to guide his writing. Most important, he monitors his own thinking and knows 
when it is important to reach out to others who can remind him not to obsess over all of his assignments. 
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Depression is a pervasive and insidious group of 
symptoms that affect a person’s mood, thoughts, and car- 
riage. Symptoms of student depression that teachers may 
observe include a depressed or irritable mood, decreased 
interest in activities, diminished academic performance, 
fatigue, and verbalization of hopelessness and despair 
(Montague, Enders, Dietz, Dixon, & Cavendish, 2008). 
Although precise incidence rates are unknown, it is estimated that between 2 and 21% of all 
students experience some symptoms of depression; estimates among students with special 
education needs range from 14 to 54%. What makes depression particularly frightening is 
that it often coexists with a range of conduct disorders and is a contributing factor in more 
than half of all suicides (Maag, 2002; Newcomer, Barenbaum, & Pearson, 1995; Wolff & 
Ollendick, 2006). 


Pause & Reflect 





Internalizing behaviors are difficult to identify. What indica- 
tors should teachers check for among students, and how 
should teachers conduct these observations? 





Intelligence and Academic Characteristics 


Students with EBD tend to have IQ scores in the low-average range (Kauffman, 2001; 
Mattison, 2004). When compared to the academic profiles of typically developing peers, 
they present moderate-to-severe academic difficulties in multiple areas that tend to improve 
only slightly over time (Rice & Yen, 2010). Without appropriate academic supports, stu- 
dents with EBD earn lower grades, fail courses, and are retained in grade more often than 
their general education peers (Lane, Carter, Pierson, @ Glaeser, 2006; Wagner et al., 2005). 
The presence of these academic deficits is not surprising. As a result of their disability, 
many students with EBD do not attend to relevant aspects of instruction; rather, they dis- 
rupt class and respond impulsively with little thought or reflection. Because extreme social 
and emotional behaviors are the defining characteristics of EBD, it is not surprising that 
little attention is paid to the academic needs of these students. 

Still, it is imperative for students with EBD to receive appropriate and adequate amounts 
of academic instruction; anything less would exacerbate gaps in basic reading and math ac- 
quisition, as well as in high-stakes content area instruction. Dropout rates for students with 
EBD are a tragic 58.6%, more than three times that of their peers and only 41% of students 
with the disability actually graduate (Osher, Morrison, & Bailey, 2003; Schifter, 2011; Wag- 
ner & Blackorby, 1996). Correspondingly, secondary students with EBD do not always have 
a successful transition to postschool life. Approximately one half of students with EBD are 
unemployed 3 to 5 years after leaving school, and only 40% of those with EBD live indepen- 
dently (Corbett, Clark, & Blank, 2002; Wagner, Blackorby, Cameto, Hebbeler, @ Newman, 
1993). On a more positive note, vocational education and work experience, alone or in com- 
bination, are associated with greater instances of positive postschool outcomes (Cheney & 
Bullis, 2004; Sitlington & Nuebert, 2004). 


Social Behavior 


Students with EBD have consistently and significantly lower social skills than peers with 
and without disabilities (Wagner et al., 2005). Some students simply have skill deficits and 
have not acquired the knowledge or skills required to perform essential social behaviors. 
Others have performance deficits; they have acquired the social behaviors but do not have 
the opportunity to perform the behavior, or have made a decision not to perform the behav- 
ior because of particular circumstances (e.g., not motivated to do so, considerable secondary 
gain in misbehavior, etc.). Still others are not fluent in social behavior because they have not 
had adequate exposure to models of social skills and/or have had too few opportunities to 
practice appropriate behavior. 

Social skills instruction can be particularly valuable for young students with EBD. 
Effective instructional sequences are comprehensive and usually include (1) identifi- 
cation of social skills needing improvement, (2) modeling and explaining the identi- 
fied skills, (3) providing opportunities for practice while being coached, (4) delivering 
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Peer-mediated approaches to instruction help students with EBD 
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feedback and reinforcement during practice, and 
(5) identifying real situations where the skills can 
be applied (Kamps, 2010; Kavale, Mathur, &@ Mo- 
stert, 2004). The goal for many older students is to 
regulate their acquired behaviors and apply academic 
skills independent of teachers and service providers. 
Self-control is one technique that has helped students 
with EBD to assume larger and more independent 
roles in their own academic and behavior change ef- 
forts. Self-control develops by prompting students to 
focus on three activities: self-assessment, goal setting, 
and self-determination of reinforcement (Polsgrove @ 
Smith, 2004). In self-assessment, students reflect on 
their own behavior, and they consider whether the be- 
havior of interest is inadequate or inappropriate. Stu- 
dents then reflect on the required behaviors, set goals, 
and select strategies that help regulate those behaviors. 
Finally, through the process of self-determination, the 
students evaluate their performance and consider the 
nature and scope of reinforcement that they should re- 
ceive for performance of the target behavior. 





develop and strengthen social skills. 


Teaching Students with Emotional and 
Behavioral Disorders in Inclusive 
Classrooms: Tips from Teachers 


In addition to the coordination of a number of practices related to effective instruction 
and behavior management, the inclusion of students with EBD requires that teachers 
maintain a professional disposition and prepare themselves for high rates of challeng- 
ing behaviors. The faculty and administration at Heritage High School—including 
Steve Williams, coordinator of the SWAS program; Dean Susan Hill; special education 
supervisor Toni DeLuca-Strauss; and special education teacher Debbie Buttery—offer the 
following suggestions. 


Develop Authentic Relationships with Students 

At Heritage High School, it is all about relationships; adults actively get to know their 
students and deliver instruction and accommodations with what is best characterized as 
the human touch. For students with EBD, this human touch involves regularly checking 
in with designated faculty who monitor the students’ mood, behavior, and performance, 
and, when necessary, helping the students calm down and get it together. These structured 
safety nets are successful (i.e., they minimize classroom disruptions and get students back 
to their academic tasks quickly), in large part, because students recognize that the teach- 
ers are acting in their best interests. Trusting relationships develop when teachers com- 
municate in ways that reflect a genuine concern for students’ academic performance and 
emotional well-being. For example, John, a college-bound senior who had been part of 
the SWAS program, knows firsthand the importance of having teachers who truly listen 
to and care for their students. Working through his high school years with Steve Williams 
and Susan Hill, John recognized that much of the anxiety he experienced in school could 
be overcome by talking with his teachers and developing ways to organize and restruc- 
ture certain assignments. John respects how his teachers rarely focused on the negative 
aspects of his disability, remained flexible in helping him meet course requirements, and 
conveyed their guidance with tact, subtlety, and humor, and is confident he has the skills 
to be successful in college. 
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Expect Appropriate Behavior 

The professionals at Heritage High School have seen how stu- 
dents often live up to and sometimes exceed their teachers’ ex- 
pectations. Unfortunately, the presence of students with EBD 
can conjure up a number of negative self-fulfilling prophe- 
cies that can lead to and maintain inappropriate behavior. To 
minimize these types of situations, the administrative team 
at Heritage suggests that teachers communicate positive ex- 
pectations for behavior in the following ways: First, develop 
reasonable goals for behavior with student input and review 
them on a regular basis. Second, communicate these expecta- 
tions for behavior explicitly in a straightforward fashion by 
having (1) positively stated classroom rules, (2) a consistent 
management system in which all students are treated equally, 
and (3) consequences for compliance and noncompliance 
that are delivered with consistency. Finally, emphasize that 
each student's expectations for behavior are based on current 
instances of behavior rather than prior history or teacher's 
lounge gossip (Rosenberg et al., 2006). 


Think Community 

The often pervasive and multifaceted nature of problems 
faced by students with EBD and their families requires a 
highly structured, coordinated, and integrated system of 
service delivery. The term wraparound describes this service 
coordination at Heritage High School; it reflects that inter- 
vention plans are family and child centered and that services 
provided, as they were for Ryan, go beyond the boundaries 
of the school building. Wraparound is not a specific program 
or type of service but a definable planning process that re- 
sults in a unique set of community services and supports designed to meet the unique 
needs of children and families (Burns & Goldman, 1998). Teachers at Heritage recognize 
that they are part of a team of professionals from education, health, and human service 
backgrounds convened to develop comprehensive interventions. Within the school, ad- 
ministrators, behavior specialists, counselors, social workers, psychologists, and behav- 
ior-support teams implement specialized programs of outreach and intervention. Outside 
the school, educators are involved as students are “wrapped around” by services from 
physicians, mental health service providers, family preservation personnel, and state pro- 
tective service officers. 





As they are models of behavior for students, teachers should 
remain poised during stressful and frustrating situations. 


Maintain a Professional Demeanor 

The faculty and staff at Heritage High School recognize that even with the best of plans, pro- 
grams, and supports, frustrating events will occur. Things will not go as planned, and stu- 
dents with EBD will act out and disrupt school activities. Moreover, colleagues may disagree 
over a specific course of action to address the disruption and parents may not fully under- 
stand an evidence-based approach for dealing with their child’s misbehavior. Knowing that 
these things will happen, the faculty, administration, and staff at Heritage High School take 
great care to ensure that they respond to all situations and conflicts in a professional man- 
ner. For example, Steve Williams knows that he cannot take his students’ (or their parents’) 
behaviors personally. He remains poised and recognizes that how he behaves in stressful 
situations serves as a model of behavior for his students. Although he has been involved in 
his share of stressful and emotional situations, he looks to settle conflicts in ways that are in 
the best interest of his students. Like most of his Heritage colleagues, he recognizes that his 
role is educative and not vindictive. 
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The goal of including students with EBD is to provide specialized supports and accommoda- 
tions while simultaneously providing all appropriate opportunities to benefit from general 
education programming. We presented the following major points in this chapter: 


Who are students with EBD? 


Emotional and behavioral disorders is defined as an inability to learn that cannot be 
explained by intellectual, sensory, or health factors; an inability to develop satisfactory 
interpersonal relationships; inappropriate behaviors and feelings; and the tendency to 
develop physical symptoms or fears under normal circumstances. 

Because several of the defining characteristics of EBD are vague and imprecise, it is un- 
likely that a truly objective definition can be developed. 

The three-step process used for identifying and assessing EBD includes screening, iden- 
tification, and direct assessment of targeted behaviors. 

The prevalence of EBD is less than 1% (0.78%) of the school-aged population and is 
about 7.1% of all students with disabilities. 

Certain groups such as African American males are overrepresented in the EBD disability 
category. 

Students with EBD are educated in restrictive settings more often than are students with 
other types of disabilities. 

Approximately one-fourth of students with EBD spend more than 60% of their time 
outside general education classes. 

Over 13% of students with EBD are served in separate day-treatment facilities, in resi- 
dential facilities, or in their homes. 


Major characteristics of students with EBD 


The primary characteristics of students with EBD fall into two categories: externalizing 
and internalizing behavior problems. 

Externalizing problems are overt manifestations of defiance and disruption and include 
aggression and noncompliance. 

Internalizing problems are inwardly directed actions and include social withdrawal, anx- 
iety, and depression. 

As a group, students with EBD tend to have IQ scores in the low-average range, lower 
social skills than their peers, and, without appropriate support, moderate-to-severe aca- 
demic difficulties. 

Students with EBD do not transition to postschool life successfully; dropout rates ap- 
proximate 58%, and more that 50% are unemployed 3 to 5 years after leaving school. 


Tips from teachers 


Develop authentic relationships with students; doing so will promote trust, communica- 
tion, and successful outcomes. 

Demonstrate appropriate expectations for students with EBD explicitly by having posi- 
tively stated rules, a consistent management system, and consequences that are delivered 
with consistency. 

The complex and multifaceted needs of students with EBD and their families require 
teachers to “think community” and be part of an integrated system of service delivery. 
Respond to conflicts, inappropriate behavior, and frustrating circumstances in a profes- 
sional manner. 


) 


>, 


@) 


Students with Emotional and Behavioral Disabilities 109 JJ 


Addressing Professional Standards 


r Standards addressed in Chapter 6 include: 
CEC Standards: (1) foundations, (2) development and characteristics of learners, (3) individual 
learning differences, (4) instructional strategies. 


MyEducationLab 

















Go to the topic Emotional and Behavioral Disorders in the MyEducationLab 
(www.myeducationlab.com) for Inclusion, where you can: 
¢ Find learning outcomes for Emotional and Behavioral Disorders, along with the 
national standards that connect to these outcomes. 
* Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 
¢ Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Dispositions learning units. 
¢ Check your comprehension on the content covered in the chapter with the Study 
Plan. Here you will be able to take a chapter quiz, receive feedback on your 
answers, and then access Review, Practice, and Enrichment activities to enhance 
your understanding of chapter content. 


Students with Autism 


Spectrum Disorders 





After reading this chapter you will: 


| ¢ Know who students with autism 
spectrum disorders (ASD) are, the 
methods used to identify students 

/ with the disability, and the range of 
settings in which they are educated. 


| ¢ Be able to describe major 
characteristics of students with ASD. 


e Be aware of several practical tips 
from teachers that can facilitate the 
inclusion of students with ASD. 










































A VIEW FROM A BEHAVIOR SPECIALIST 
Eileen Walls Describes the Benefits of Including Students with ASD 


Eileen Walls, the behavior specialist at West Hernando Middle School, has heard the questions, 
Can students with ASD be included successfully in general education classes? What about their 
unusual behaviors and their lack of communicative language and socialization? Will there be many 
disruptions to instruction? Is it fair to the other students? Are there sufficient benefits for the stu- 
dents to justify all the effort? 

Among her many responsibilities, Eileen coordinates evidenced-based responses to the 
learning needs of students with ASD. She has seen, firsthand, how students with the disability 
can disrupt lessons and have difficulties interacting with peers and teachers when they are not 
provided appropriate supports and interventions. Regardless of how they appear on television or 
in movies, students with ASD are challenging in the classroom. Students with severe ASD often 
appear in a world of their own. They pay little attention to typical routines and procedures, rarely 
making eye contact with adults or peers. Indeed, it can be quite frustrating when well-meaning 
approaches and creative initiatives are virtually ignored or sometimes met with bizarre patterns 
of behavior. 

Regardless of the challenges and frustrations, Eileen (and many of her colleagues) is a strong 
advocate for including students with ASD, so long as the students are provided appropriate sup- 
ports. Quite simply, she has seen the benefits that come with integrating these students in gen- 
eral education settings, and, yes, it is worth the effort! She attributes some of the success to her 
collection (“a huge bag”) of specific strategies that work in modifying instruction for the students. 

How do students with ASD benefit from inclusive programming at West Hernando? Accord- 
ing to Eileen, participation in general education provides students with ASD essential experiences 
with peers who socialize and communicate appropriately. Consistent exposure to these students 
allows for an endless supply of direct and indirect opportunities to practice communication and 
friendship-making skills. Moreover, Eileen has observed that explicit instruction in functional 
behaviors and coping skills delivered in the general education classroom promotes generaliza- 
tion of the students’ behaviors to other normative environments. Specifically, she has seen how 
explicit instruction in sequenced assignment-completion procedures generalizes to successful 
ordering of items in a community fast-food restaurant. Such gains contribute to the overall goal 
of achieving independence. Students with higher-functioning ASD have the additional benefit of 
acquiring higher-order content as they participate in structured socialization activities. 
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MyEducationLab 


Visit the MyEducationLab 
for Inclusion to enhance 
your understanding 

of chapter concepts 

with a personalized 
Study Plan. You'll also 
have the opportunity 

to hone your teaching 
skills through video and 
case-based Assignments 
and Activities, Building 
Teaching Skills and 
Disposition lessons, and 
IRIS Case Studies. 


Pause & Reflect 








or negative? Explain. 


In the past few years, media portrayals of individuals with 
ASD have increased considerably. Have these media 
accounts impacted how students with the disability are 
welcomed and educated in inclusive school environ- 
ments? If so, has the impact been predominantly positive 
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These benefits do not come easily. Eileen is quick to point out that individualized supports 
and accommodations require a tremendous amount of planning. Teachers need to identify the 
essential content of lessons and units and highlight methods for directing students with ASD 
to that content. In addition to preparing modified unit and lesson plans, Eileen believes that it is 
critical to make the other students in the class aware of, and sensitive to, the student(s) being 
included. In the event that the student with ASD engages in self-stimulatory behaviors or makes 
strange noises during the lesson, students in the class know not to make a big deal of it; that Is 
just the student's way of dealing with things. 

Still, Eileen believes that the biggest obstacle in meeting the needs of students with ASD 
is that many teachers lack sufficient knowledge about the disability. Not only are they unaware 
of the characteristics typical of ASD, but they also lack experience in how to structure lessons 
and learning environments. Knowing that an increasing number of students with ASD are being 
educated in general education classrooms, Eileen recognizes that all teachers need to be trained to 
address their instructional needs. In her opinion, students with ASD are the most interesting kids 
to work with. She views their behaviors as “puzzles” that need to solved, and she recognizes that 
it is up to her (and her colleagues) to make the personal connections that can get through to them. 





Introduction 


Autism spectrum disorders (ASD), also known as pervasive developmental disabilities 
(PDDs), are among the most mysterious, puzzling, and diverse disabilities you will encounter. 
Some students with ASD, like Kevin at Heritage High School (see the vignette titled “A View 
from a Student,” later in this chapter), exhibit rigid and seemingly uncomfortable patterns 
of communication and socialization, but usually they can complete academic tasks. Other 
students with ASD, such as those described earlier by Eileen Walls, the behavior specialist at 
West Hernando Middle School, exhibit more severe manifestations of the disability, seldom 
communicating, empathizing, or socializing with others. Although frequently featured in 
the media, a rare few with the disability have unusual savant-like talents, such as rapidly 
solving complex equations without the benefit of a calculator or re-creating intricate piano 
concertos with little or no practice. 

As you consider the characteristics of students with ASD and consider some of the practical 
tips for teachers on how to address the needs of these students and their families, be aware of 
three important points: First, as noted previously, the spectrum of behaviors that characterize 
ASD is wide and variable. Behaviors exist on a continuum, from so-called higher functioning 
to lower functioning. For example, most students with Asperger’s disorder, one type of ASD, 
do not have extreme delays in language, cognitive development, and acquisition of age-appro- 
priate self-help skills, as do many of those with autistic disorder, another form of ASD. Second, 
as with other children and youth, students with ASD are ever-changing individuals whose 
behaviors evolve in unique ways over time. With appropriate supports, accommodations, and 
encouragement, many students with ASD benefit from instruction in inclusive environments. 

Finally, be aware that although teaching students with ASD and providing the necessary 
supports and accommodations for successful inclusion are rewarding, they can also be 
time-consuming and challenging. Some students with ASD appear to be in a world of their 
own, often exhibiting behaviors and facial expressions that 
separate them from activities, events, and interactions that 
enrich learning and socialization. Even those who participate 
in lessons are often hampered by an inability to pick up on the 
subtle flow of classroom activities, often misunderstanding 
the communicative intent of lively class discussions. For 
these reasons, an essential prerequisite for teaching students 
with ASD successfully is an awareness of the academic and 
social behaviors encountered in schools and classrooms. 
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Who Are Students with Autism Spectrum Disorders? 
@ Definition 

Autism spectrum disorder refers to five clinical conditions: autistic disorder, Asperger’s 

disorder, Rett disorder, childhood disintegrative disorder, and pervasive developmental 


disorder—not otherwise specified (PDD-NOS). Because autistic and Asperger’s disorders 
are by far the most prevalent, we focus on these two disorders. 


Just the Facts Students with Autism Spectrum Disorders 


Who are they? e iia spectrum disorders refers to five specific conditions, among whieh 
autistic disorder and Asperger’s disorder are the most prevalent. 
¢ Students with ASD tend to have pervasive, lifelong difficulties in social 
interaction and deficiencies in communication skills as well as rigid interests 
and behaviors. 








What are typical * Students with autistic disorder exhibit the following: 
characteristics? e Significant limitations in expressive and receptive language 
e Difficulties i in social reciprocity, including infrequent eye contact and little 
ae apparent pleasure i in the company of others 
! ee Repetitive, stereotypical, and ritualistic behaviors 


¢ Students with Asperger’s disorder have similar problems but with loss 
severity, including: © 
¢ Difficulty comprehending and using figurative language 
t ¢ Reduced ability understanding and using implicit rules of social exchanges : 





What are the demographics? e¢ Prevalence estimates of ASD range from 0.34 to 0.9%, leading many to believe 
we are in the midst of an autism epidemic. 
¢ Approximately 292,818 children (approximately 4.92% of all students with 
disabilities) receive special education services under the autism classification 
in the Individuals with Disabilities Education Improvement Act, a 200% in- 
crease in the past 10 years. 
¢ Four times as many boys as girls are identified with ASD. 





Where are students e Although approximately 36% of students with ASD spend less that 40% of | 
educated? the school day outside general education classrooms, most (54.5%) are © 
ie taught in inclusive classrooms more than 40% of the school day. 


¢ Approximately 8.3% of students with ASD are educated in separate 
environments for the entire school day. 





How are students identified? | * Common methods for screening and identification include rating scales, 
direct observation, and interviews. 
e Functional behavioral assessments provide information for instructional 
and behavioral planning. 





What causes ASD? s e Although the causes of ASD remain uncertain, it likely that they are the 
i = product of one or more nature-based factors such as genetic, neurochemical, 
and neurobiological irregularities. 





What are the outcomes? e ASD is an enduring disability and most students, particularly those with 
autistic disorder, have ongoing problems with social aspects of life, jobs, 
and independence. 
e Positive outcomes depend on early intervention, the quality and stability of 
the network of supports, the person’s cognitive ability, and symptom severity. 
5 e An increasing number of students with high-functioning ASD are transitioning | 
to postsecondary or higher-education settings. 
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The identification of students with ASD requires collaboration 
among health professionals, educators, and families. 
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Autistic Disorder 

Autistic disorder, routinely referred to simply as autism, is a severe developmental disability 
characterized by an early age of onset, poor social development, impairments in language 
development, and rigidity in behavior (APA, 2000). In his classic paper “Autistic Distur- 
bances of Affective Content,” Kanner (1943) initially detailed descriptions of 11 children 
“whose condition differs so markedly and uniquely from anything reported so far, that each 
case merits. . . a detailed consideration of its fascinating peculiarities” (p. 217). 

The definition and classification of autism, as it relates to eligibility for special education 
services, has changed over the years. Earlier iterations of the Individuals with Disabilities 
Education Act (IDEA) included it with physical and other health impairments (Rosenberg, 
Wilson, Maheady, & Sindelar, 2004). In more recent reauthorizations, autism received a 
category of its own and is defined as 


a developmental disability significantly affecting verbal and nonverbal communication and 
social interaction, generally evident before age 3, that adversely affects a child’s educational 
performance. Other characteristics often associated with autism are engagement in repetitive 
activities and stereotyped movements, resistance to environmental change or change in daily 
routines, and unusual responses to sensory experiences. The term does not apply if a child’s 
educational performance is adversely affected primarily because the child has an emotional 
disturbance. (34 C.F.R., Part 300.7[c] [1] [i][1997]) 


Asperger’s Disorder 

Asperger’s disorder is characterized by severe and sustained difficulties in social interac- 
tions and the development of restricted, repetitive patterns of behavior, interests, and activi- 
ties (APA, 2000). These descriptors resemble those that define 
autism, except that students with Asperger’s often develop large 
vocabularies and tend not to have the same intensity of dif- 
ficulty with language development, cognition, and self-help 
skills. Some students with Asperger's have superior cogni- 
tive skills but still experience problems socializing with oth- 
ers. Hans Asperger, an Austrian pediatrician, documented the 
disorder based on investigations of more than 400 children. 
Only in the past decade has Asperger’s disorder become widely 
known, in large part because of its increased prevalence (Ryan, 
Hughes, Katsiyanis, McDaniel, & Sprinkle, 2011; Smith-Myles 
& Simpson, 2001). 


Identification of Students with 
Autism. Spectrum Disorders 


The identification of students with ASD requires measurement of 
functioning across disciplines, including pediatrics, neurology, 
psychiatry, speech-language, and education. These assessments 
are comprehensive processes, requiring time and collaboration 
among health care and educational professionals as well as 
families (Caterino & Mahoney, 2011; Hyman & Towbin, 2007). 

Children suspected of having ASD are first screened for the 
disability. Screening for ASD is critical: Children who are not 
identified or provided interventions until they are older lose 
valuable early intervention opportunities (Coonrod & Stone, 
2005). There are two approaches for screening: nonspecific and 
ASD-specific. Nonspecific approaches screen for deficits in a wide 
range of developmental areas, including language, behavior, 
cognitive skills, and motor skills as well as social and self-help 
skills. Irregularities in any of these areas can indicate the presence 
of various disabilities, including ASD. Autism-specific screening 
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approaches, such as the Checklist for Autism in Toddlers 
(CHAT) (Baird et al., 2000), the Modified Checklist for 
Autism in Toddlers (M-CHAT) (Robins et al., 2001), and 
the Screening Tool for Autism in Two-Year-Olds (STAT) 
(Stone, Coonrod, & Ousley, 2000), specifically target 
behavioral manifestations of ASD and help determine 
whether evidence of that specific disability exists. 

Children with results suggesting possible ASD are 
referred for more intensive evaluations. Typically, multidis- 
ciplinary child study teams that include a physician with expertise in ASD, a developmen- 
tal psychologist, a speech-language specialist, a social worker, and an educator conduct the 
evaluation. The content of the evaluation usually includes a psychological evaluation and a 
developmental history of the child; tests of hearing, speech, language, and communication; 
cognitive assessment; medical and neurological exams; and an evaluation of current family 
functioning (Caterino & Mahoney, 2011; Hyman & Towbin, 2007; Klin, McPartland, & Volk- 
mar, 2005). Evaluators take care to ensure that indicators of performance are assessed over 
time and in a variety of settings. 








Pause & Reflect 


Do you know a person with Asperger's disorder? How 

does this person behave in social situations? Do you have 
difficulty communicating with this person? What elements 
of the person’s behavior made socialization and communi- 
cation challenging? 






Prevalence 


Autism spectrum disorders are found throughout the world, occur across all socioeconomic 
levels, and affect males four to five times more often than females (Centers for Disease 
Control and Prevention, 2011; Conroy, Strichter, @ Gage, 2011; Grinker, 2008). The 
Diagnostic and Statistical Manual of Mental Disorders, Fourth Edition, Text Revision (American 
Psychiatric Association, 2000) reports the prevalence of ASD to range from 2 to 20 cases 
per 10,000 persons. However, recent estimates indicate that the prevalence is much higher 
than rates reported in the early 1990s, ranging from 0.34% (3.4 per 1,000 children) to 
almost 0.9% (9 per 1,000) of the total population of children (Autism Information Center, 
2008; Centers for Disease Control and Prevention, 2011; Yeargin-Allsopp et al., 2003). 
There are 292,818 students (0.55% of the school-aged population between the ages of 
6 and 21 and 4.92% of all students with disabilities) who are being served under the autism 
classification for special education services (U.S. Department of Education, 2011). This 
figure is generally regarded as an understatement of prevalence in schools because many 
students with ASD receive special education services through other disability designations 
and many older individuals are not enrolled in school programs. In addition, some higher- 
functioning students with ASD who are academically strong and do not present behavioral 
challenges may not need special education services to succeed in the general education 
classroom (Autism Information Center, 2008; Safran, 2008). 

Not surprisingly, many believe we are in the midst of an autism epidemic. Although 
issues surrounding prevalence rates remain controversial, several factors should be 
considered when comparing rates of ASD over time. First, recent measures of prevalence 
include all forms of ASD (e.g., Asperger’s disorder), but previous studies employed a more 
narrow definition of autism. Second, in the past, many students with ASD, because of their 
low IQ scores, were identified as having intellectual impairments. As a result of improved 
identification systems and the increased competence of professionals who use them, many 
of these students are now identified correctly as having ASD (Fombonne, 2003). Finally, as 
public awareness of ASD increases, parents and clinicians may be looking earlier and more 
intensively for signs of the disability. 





Pause & Reflect 






Service Delivery 

Students with ASD should receive educational services in the least restrictive 
environment. As with other students with disabilities, educators make 
placement decisions based on individual student's needs. Among students 
identified as having autism under IDEA, 55% are included in general 








Why are more children and youth 
identified with ASD? Do you think 
we are in the midst of an autism 

epidemic? Defend your response. 
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Positive peer interactions are essential elements in the successful inclusion of 


students with ASD. 
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education classrooms for 40% or more of the 
school day (U.S. Department of Education, 
2011). For higher-functioning students, the 
least restrictive environment is typically the 
general education classroom with academic 
and behavioral supports. For those with 
more intensive instructional and behavior- 
management needs, programming is usually 
provided in more restrictive settings with 
variable amounts of opportunities for inclu- 
sion (Handleman, Harris, & Martins, 2005). 

Why are opportunities for inclusion 
important? Regularly scheduled meaningful 
contact with typically developing peers aug- 
ments direct instruction in many of the social 
and behavioral skills that students with ASD 
require. Peers are essential models of appro- 
priate behavior and can be enlisted to initi- 
ate, prompt, and reinforce important social 
responses of students with ASD. Classmates 
without disabilities can clarify instructional 
requirements, correct inappropriate behaviors, minimize displays of certain symptoms, 
and, as is the case with Kevin at Heritage High School, include the students with ASD in 
school activities and social events (Ochs, Kremer-Sadlik, Solomon, & Sirota, 2001). 

At Heritage High School, students across the ASD continuum have numerous oppor- 
tunities to apply social, behavioral, and academic skills in inclusive settings. Teachers at 
Heritage ensure that regularly scheduled opportunities occur for students to attend content- 
area classes for social, behavioral, and general knowledge exposure. Moreover, through the 
school’s Peer Team, a network of peers support students with ASD (and other disabilities) in 
class, during lunch breaks, as well as at sports events and extracurricular activities. Many of 
these opportunities succeed because faculty, students, and staff work in collaboration with 
the special education staff to ensure that student participation is positive, purposeful, and 
genuinely interactive. 





A View from a Student 


Kevin Enjoys and Benefits Socially from Inclusion 
at Heritage High School 


Kevin is one busy high school junior! In addition to carrying a full academic load, including advanced placement classes 
in French and Geometry, Kevin is an active participant in a number of Heritage High School's extracurricular activities, 
most notably the Chaos Crew, a club that organizes a wide range of support activities for the school’s athletic teams. 
Not surprisingly, Kevin regularly attends HHS football and basketball games and is an avid supporter of his friends who 
are on the teams. Like most teens, Kevin attends school dances and spends much of his free time on his laptop, com- 
municating with his classmates through Facebook, e-mail, and other social networks. Although this requires a substan- 
tial time commitment and the assistance of his parents (i.e., driving to and from afterschool events), Kevin is thrilled 
to be part of the social scene and is enjoying every minute of it. Moreover, he is having great success in his classes, 
earning excellent grades. 

This had not always been the case. Although he is reluctant to talk about it, Kevin had considerable difficulty 
developing and maintaining social relationships when he was in elementary and middle school, despite the support he 
received from school professionals. Kevin and his parents recognized that a number of behaviors related to his autism 
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Spectrum disorder put other kids off and made other parents apprehensive about developing friendships and arranging 
play dates with their children. Kevin was frequently left out of activities and sometimes he was bullied by insensitive 
peers. 

Things are different at Heritage High School. With considerable support and frequent home-school collaboration, 
Kevin is included in all academic and school-based social activities. Kevin's case manager Debbie Buttery and Dean of 
Students Susan Hill engage in a number of activities to ensure that Kevin and his classmates have productive and re- 
warding instructional and social experiences. First, for each of his content classes, Debbie and Susan meet with Kevin's 
teachers and peers to make them aware of some of Kevin's behavioral characteristics. A significant part of this conver 
sation revolves around a series of specific suggestions for teachers and peers to help Kevin sustain his involvement 
during small-group work sessions and how to redirect his attention when he begins to feel anxious. Second, Debbie also 
spends considerable time with Kevin scripting and rehearsing a menu of possible responses to the many social interac- 
tions that he will face as a fully participating member of his content-area classrooms. Sometimes, they create a portable 
social story chart that Kevin can consult when in class. (For more information about social story charts, see Strategy 
15.8 in Chapter 15.) Finally, both Debbie and Susan stay in frequent touch with Kevin's parents who have learned that 
many of Kevin's challenges at home are related to events at school, and that the resolution of these flare-ups are best 
addressed “behind the scenes” with the dedicated Heritage faculty and staff. 

Kevin's parents are pleased that Kevin is integrated into both the academic and social fabric of Heritage High 
School. Sure, they have to transport him to and from school as well as other recreation locations. Sure, they have to nag 
him to rein in the social networking and get to his homework. Kevin and his parents recognize that all of this takes a lot 
of time and effort—but it is so much better than the alternative! 





Characteristics of Students with Autism 
Spectrum Disorders 


As a spectrum disability, characteristics of students with ASD vary considerably. We focus 
first on primary characteristics, those manifestations that are universal and specific to the 
disability. By universal and specific, we mean that these behaviors are found in nearly all 
students with ASD and are infrequent among those who do not have the disability (American 
Psychiatric Association, 2000; Rutter, 1978). We then address secondary correlates, those 
behaviors that often occur along with the primary characteristics. 


Primary Characteristics 


Three categories of characteristics experienced by students with ASD are (1) communication 
skill difficulties; (2) limitations in social reciprocity; and (3) repetitive, stereotypical, and 
ritualistic behaviors. 


Communication Skills 
Difficulties with communication skills are characteristic of all students with ASD, although 
levels of severity vary considerably. For those with autistic disorder, impairments in 
communication skills are pervasive, involving most aspects of expressive and receptive 
language development. Approximately 50% of these students do not acquire functional 
language, and many are nonverbal or exhibit echolalia, which is the immediate repetition 
of something just heard (American Psychiatric Association, 2000; Heflin & Alaimo, 2007). 
Those who do speak often use speech in a monotonous tone accompanied by pronoun 
reversal as well as unusual pitch, rhythm, and syntax. Because these students rarely use 
speech for social communication, gestures, body movements, eye contact, and instances 
of sharing of attention with another person are infrequent. Students with autistic disorder 
also have difficulty understanding spoken language, likely the result of their inability to 
decipher verbal and nonverbal cues (National Research Council, 2001; Orsak, 2011). 
Limitations in communication are not as severe for students with Asperger’s disorder. 
Many have difficulty, however, in comprehending and making use of figurative language— 
idioms, metaphors, slang, and jokes that add vigor and emotion to communication. When 
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of emotion and utility. 





left out of group activities. 


Pause & Reflect 


Describe a memorable performance, event, or meal with- 
out using metaphors, slang, or idiomatic phrases. Next, 
enhance your description incorporating elements of figura- 
tive language. List how the two descriptions differ in terms 


Due to limitations in communication and social skills, students with ASD are often 


students with Asperger’s disorder encounter figurative 
phrases, they often interpret the words literally and have 
difficulty deciphering the communicative intent of the 
message. Also, when these students express themselves, 
they usually enunciate words and phrases in an odd, 
robotic fashion accompanied by a limited range of ges- 
tures, facial expressions, and eye movements (Rosenberg 
et al., 2004; Safran, 2002). 

Language instruction is based on the student’s abil- 
ity to verbalize along with her corresponding intelligence level. Students who are nonverbal 
may learn to communicate through the use of pictures, symbols, communication boards, sign 
language, and electronic devices that enable the child to press a button representing a sym- 
bol that is produced verbally. For those who are verbal, instruction often focuses on aspects 
of language production, including pragmatics, syntax, semantics, and articulation. For stu- 
dents with Asperger's disorder, pragmatics, the social use of language, is one area that usually 
requires intensive instruction. Specific instruction focuses on recognizing the purpose of com- 
munication, speaking in a conversational manner, being sensitive to the needs of the listener, 
as well as beginning and ending conversations in a socially appropriate fashion (Paul, 2005). 


Limitations in Social Reciprocity 

Social reciprocity is the multifaceted process of interacting with another person. Because 
of their reduced ability to understand or use the basic implicit rules that govern social 
exchanges, students with ASD often experience difficulty in social situations (American 
Psychiatric Association, 2000). They seem oblivious to the feelings and thoughts of others, 
are challenged by conventional notions of personal space, and can appear rude and tactless 
(Kelley & Herrick, 2011). Many with autistic disorder do not respond to familiar faces with 
a warm, social smile and exhibit little pleasure in the presence of others. They appear aloof, 
avoid eye contact, and do not attain many of the usual developmental benchmarks such as 
friendships, play, and expressions of empathy (Rutter, 1978). Limitations in socialization for 
those with Asperger's disorder are less severe yet still problematic. These students engage 
others socially, but the quality of their interactions tends to be blunt, rigid, one-sided, and 
filled with contextually inappropriate verbalizations (Linn & Smith-Myles, 2004). Due to 
these awkward exchanges, students with Asperger’s disorder can become targets of ridi- 
cule and become even further distanced from positive social interactions with peers. Some 
students, seeking to avoid social interactions, may even act out in hope of being sent to a 
disciplinary time-out setting. 

Efforts to improve — social-behavioral 
functioning typically focus on age-appropriate 
behaviors that students must learn to sur- 
vive and ultimately thrive in the real world. 
Although based on assessed strengths and 
needs, instruction for elementary students 
with autistic disorder typically involves daily 
living skills, self-care skills, functional com- 
munication skills, and those intangible social 
graces that enable one to participate in the 
community. It is not unusual for some stu- 
dents with ASD to need explicit instruction in 
how to play with peers and, as they grow older, 
how to deal with the emotions and anxiety of 
being “different.” Students with Asperger's dis- 
order need instruction in understanding facial 
expressions and gestures, comprehending 
nonliteral figurative language (i.e., idioms and 
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metaphors), discriminating when others’ intentions do not match their words, and under- 
standing the implicit rules of social functioning—the hidden curriculum of ways of behaving 
that are not acquired through direct instruction (Lee, 2011; Smith-Myles & Simpson, 2001). 


Repetitive, Stereotypical, and Ritualistic Behaviors 

At Heritage High School, the most obvious and frequently observed behaviors of students 
with ASD are repetitive, stereotypical, and ritualistic actions. Students with autistic disorder 
exhibit several of the more extreme high-frequency motor behaviors—rocking, spinning, 
arm flapping, and finger flicking—and the school addresses these behaviors by providing 
additional support, sometimes in more self-contained settings. Many students with autistic 
disorders often cling to certain objects (e.g., pieces of fabric, dolls, etc.), repeatedly spin toys, 
or spend large amounts of time lining up objects in a carefully designed, elaborate pattern. 
Others seem to experience unusual reactions to sensory stimuli and are easily upset by cer- 
tain sights, sounds, odors, and textures in the environment (McCoy, 2011). 

Although less extreme, students with Asperger's disorder present their own unusual 
forms of ritualistic behavior (American Psychiatric Association, 2000). Many have intense 
interests in weather systems, maps, or the telephone book as well as schedules for trains, 
airlines, and television shows (Loveland & Tunali-Kotoski, 2005). Teachers report that it is 
not unusual for these students to be extremely anxious and upset when daily routines are 
changed due to unforeseen circumstances. For example, Gina Kraun and Denise Pohill, 
science teachers at Heritage High School, noticed that Leon (not his real name), a student 
with Asperger’s disorder, often became agitated when he knew an answer, raised his hand 
to respond, and was not called on. Leon would tap on his desk and whisper repeatedly, “I 
know, I know, I know ... 2” To address this disruptive, repetitive behavior, his teachers 
developed a peer-response system in which Leon could demonstrate to his partner that he 
knew the answer. This approach reduced Leon’s anxious behavior and increased his levels 
of appropriate class behavior. 


Secondary Characteristics 
Age of Onset 


Many students with autistic disorder can be identified before reaching 3 years of age. Parents 
generally report concerns when their child reaches between 15 and 22 months of age, usually 
because of lack of speech and emergence of ritualistic and repetitive behaviors (Chawarska 
& Volkmar, 2005; Robins, Fein, Barton, & Green, 2001). Most children with the Asperger’s 
disorder do not have significant delays in language acquisition, cognitive development, or 
self-help skills, and limitations are not apparent until the child is in social situations with 
peers. Although some parents of children with Asperger’s disorder are apprehensive about 
differences in their child’s behaviors as toddlers, the disorder is typically diagnosed at a later 
age, usually when the student is 11 years old (Foster & King, 2003). 


Intelligence and Academic Characteristics 

The measured intelligence of students with ASD ranges from superior to profound intellectual 
disability (American Psychiatric Association, 2000); however, most students with the 
disability have scores below 70 (Heflin & Alaimo, 2007). Higher IQ scores do not mean 
that other challenging characteristics of ASD are not prominent. Increased measured intel- 
ligence does not always lead to corresponding gains in adaptive skills and improvements in 
the social use of language. However, students with higher IQ scores are less likely to exhibit 
(1) gross deficits in social interaction and emotional expression, (2) inappropriate play, 
(3) self-injurious behavior, and (4) delays in motor and language development (National 
Research Council, 2001). 

Some students with ASD learn academic skills readily, while others struggle with 
basic preacademic skills. Regardless of their level of functioning, students with ASD have 
difficulty remembering and organizing information and need instructional supports to 
increase attention to critical elements of a task. Higher-functioning students with Asperger's 
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Students with ASD benefit from instructional supports and accommoda- 
tions when learning academic content. 
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disorder also benefit from individualized sup- 
ports and accommodations, particularly in subjects 
that require large amounts of oral comprehension 
encountered in lectures and written assignments. 
No specific academic curriculum or methodology 
exists for teaching academics to elementary students 
with ASD. State standards, the school district cur- 
riculum, assessments of students’ needs, and, to 
some degree, common sense dictate the academic 
programs for students with autistic and Asperger’s 
disorders (Olley, 2005). 


Self-Injurious Behavior 

Self-injurious behavior (SIB) is self-directed aggres- 
sion manifested by severe head banging, punching, 
scratching, and/or biting, and it is among the most 
frightening behaviors exhibited by some students 
with severe disabilities. More common in children 
with autistic disorder than those with Asperger’s disorder, approximately 10 to 20% of those 
with the disability engage in SIB. Elimination of these behaviors is a high priority. In addi- 
tion to the obvious health issues, self-injury precludes placement in inclusive settings and 
limits access to many learning, working, and community opportunities (O'Reilly, Sigafoos, 
Lancioni, Edrisinha, @ Andrews, 2005). One speculation is that SIB serves a neurological 
function and is related to the child attempting to either enhance or reduce levels of stimuli 
from the environment. From the behavioral perspective, SIB is believed to be a learned 
response reinforced by positive and/or negative stimuli. Examples of positive reinforcement 
include others’ attention and sensory gain; negative reinforcement takes the form of escape 
from demands or situations the individual with ASD wishes to avoid. Fortunately, interven- 
tions based on functional behavioral assessment can reduce self-injury, and many struc- 
tured techniques and programs have been developed to do so (Rosenberg et al., 2004). 


Teaching Students with ASD in Inclusive 
Classrooms: Tips from Teachers 


The inclusion of students with ASD requires the coordination of a number of practices 
related to effective instruction and behavior management as well as a thorough understand- 
ing of the characteristics of the disability that can affect classroom performance. At Heritage 
High School, collaborative interventions across academic and social domains have been 
considerably successful in meeting the intensive needs of students with ASD. A portion of 
this success can be attributed to input provided by Toni DeLuca-Strauss, a Loudoun County 
special education supervisor assigned to the district's middle and high schools. What makes 
Toni’s suggestions especially insightful and useful goes beyond her expertise in special 
education instructional methods; Toni is also a parent of a child with ASD. To have success 
in meeting the needs of students with ASD, Toni recommends the following: 


Understand That Student Behaviors Communicate Needs and Feelings 

Many of the unusual behaviors exhibited by students with ASD are a means of communicating 
their needs, feelings, and fears. Therefore, when students with ASD engage in inappropriate 
behaviors, it is critical that teachers recognize what events in the classroom may be precipitating 
the behaviors. For example, the science co-teaching team, content specialists Casey Van 
Harssel and Gina Craun, and special educator Denise Pohill recognize that their students with 
ASD do not respond well to surprises and can disrupt class activities. However, the students 
find support and comfort in specific routines and perform best when explicitly prepared for 
activities. Students in the class are “primed” for lessons by using a series of graphic organizers 
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that visually contextualize objectives and activities into the 
big picture of an instructional unit. Also, knowing that group 
activities can result in anxiety and withdrawal, the co-teaching 
team enlists the help of peers to work with the students during 
labs, cooperative learning activities, and guided practice 
activities. The co-teaching team is very careful when selecting 
peers, ensuring that team members have the social maturity to 
deal with unusual behaviors. The helping peers also get a “crash 
course” on the typical characteristics of ASD and how best to 
respond to both appropriate and inappropriate behaviors when 
they occur. 


Give Prompt Attention and Establish 
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Eye Contact with Students Some students with ASD become anxious and upset when 


Some students with ASD appear oblivious to class activities 
and can appear aloof or uncaring to teachers and peers. Rather 
than accept these avoidance behaviors, Toni DeLuca-Strauss strongly suggests that teach- 
ers directly engage the attention of these students. This can be done by moving close to the 
student and explicitly prompting attention and/or eye contact prior to giving directions and 
using the power of proximity. For younger students, Toni has seen engagement and attention 
improve when students with ASD contribute an important or treasured object (e.g., a special 
toy, picture, book, etc.) to the classroom environment. This provides the student with a tan- 
gible connection to the room and is a useful tool for beginning conversations that can lead to 
extended social interactions or task engagement. 


Be Flexible and Provide Accommodations 

As a consultant to many classrooms, Toni has observed that a rigid student paired with a rigid 
teacher will almost always lead to frustration and failure. Consequently, when working with 
students with ASD, it is important that teachers remain flexible and recognize that they may 
need to differentiate their lessons and provide support and accommodations for students to 
succeed. For example, Casey Van Harssel and Gina Craun, the science specialists at Heritage 
High school, ensure that the science lessons for students with ASD are differentiated yet still 
rigorous. They work with Denise Pohill to identify essential components of the curriculum 
and help integrate them into whatever lesson and assignment accommodations and supports 
are necessary, such as guided notes and study guides. The teachers have found that the new 
“high-tech white board” helps cue specific elements of most lessons and, in general, has 
increased student attention to large-group presentations. 


Understand and Engage Parents 

Knowing firsthand the challenges associated with both parenting and teaching a child 
with ASD, it is little surprise that Toni DeLuca-Strauss is a fierce advocate for tight-knit 
home-school relationships. Toni urges school personnel to understand that many parents 
and families of students with ASD are still on their journey to acceptance of the child’s 
disability and rely on school personnel for information, support, and empathy. Often, 
parents are in need of strategies for addressing their child’s needs at home and how best 
to coordinate efforts with their child’s school. Toni views special education teachers as 
being responsible for disability awareness at the school, and for developing networks of 
communication (e.g., telephone, e-mail, etc.) that sustain family-school relationships. 
Correspondingly, family members can be a teacher’s greatest resource for meeting the 
needs of social and behavioral students with ASD. In many cases parents and siblings have 
developed techniques at home that can be readily incorporated in inclusive classrooms 
(Caruso & Crawford, 2011). 


daily classroom routines or procedures are changed. 
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When provided appropriate supports and accommodations, students with ASD benefit from 
participation in general education settings. We presented the following major points in this 


chapter: 


Who Are Students with ASD? 


The two most common forms of ASD are autistic disorder and Asperger’s disorder. 
Autistic disorder is a severe developmental disability characterized by an early age of 
onset, poor social development, impairments in language development, and rigidity in 
behavior. 

Asperger’s disorder is characterized by severe and sustained impairments in social inter- 
actions and the development of restricted, repetitive patterns of behavior, interests, and 
activities. 

The identification of ASD requires measurement of functioning across disciplines. Stu- 
dents are first screened, and those suspected of having the disability are referred to more 
intensive evaluations. 

Recent estimates indicate that the prevalence of ASD ranges from 3.4 to 9 per 1,000 
children—much higher than rates reported in the 1990s. 

Some 292,818 students, 0.55% of the school-aged population between the ages of 6 and 
21 and 4.92% of all students with disabilities, are served under the autism classification 
for special education services. 

ASD occurs worldwide and affects males four to five times more often than females. 
Over half (54.5%) of students with ASD are included in general education classrooms 
more than 40% of the school day. 

Opportunities for inclusion are important because they allow for meaningful contact 
with typically developing peers as well as activities that augment instruction in the aca- 
demic, social, and behavioral skills that students with ASD require. 


Major Characteristics of Students with ASD 


Three primary characteristics are universal and specific to difficulties experienced by 
students with ASD: communication skills; social reciprocity; and repetitive, stereotypi- 
cal, and ritualistic behaviors. 

Children with autism are typically identified before the age of 3; Asperger's disorder is 
typically diagnosed at approximately 11 years of age. 

The measured intelligence of students with ASD ranges from superior to profound intel- 
lectual disability, with the majority having scores below 70. 

Some students with ASD acquire academic skills readily, but others need a variety of 
instructional supports to succeed on classroom tasks. 

Approximately 10 to 20% of those with ASD engage in some form of self-injurious 
behavior (SIB). 


Tips for Teachers 


Recognize that many of the unusual behaviors of students with ASD are a means for 
communicating needs, feelings, and fears. 

Prompt attention and establish eye contact to engage students with ASD in classroom 
activities. 

To facilitate student success, remain flexible, differentiate lessons, and provide support 
and accommodations. 

Understand and engage parents by providing disability awareness and developing net- 
works of communication that sustain family—school relationships. 
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Addressing Professional Standards 





Standards addressed in Chapter 7 include: 


CEC Standards: (1) foundations, (2) development and characteristics of learners, 
(3) individual learning differences, (4) instructional strategies. 


MyEducationLab 



















Go to the topic Autism Spectrum Disorders in the MyEducationLab (www 
-myeducationlab.com) for Inclusion, where you can: 
¢ Find learning outcomes for Autism Spectrum Disorders, along with the national 
standards that connect to these outcomes. 
¢ Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 
¢ Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Dispositions learning units. 
¢ Examine challenging situations and cases presented in the IRIS Center Resources. 
¢ Check your comprehension on the content covered in the chapter with the 
Study Plan. Here you will be able to take a chapter quiz, receive feedback on 
your answers, and then access Review, Practice, and Enrichment activities to 
enhance your understanding of chapter content. 
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After reading this chapter you will: 
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e Know who students with communica- 
tion disorders and students with sen- 
sory impairments are, the methods 
used to identify these students, and 
the range of settings in which they are 
educated. 





e Be able to describe major characteris- 
tics of students with communication 
disorders and students who have 
sensory impairments. 





e Be aware of several practical tips from 
teachers that can facilitate the inclu- 
sion of students with communication 
disorders and students with sensory 

| impairments. 


\. 
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A VIEW FROM A SPEECH/LANGUAGE 
PATHOLOGIST 


Malee Taylor’s Thoughts on Inclusion and Communication 


Inclusion can't be successful without teamwork, and the speech-language pathologist (SLP) 
is an important team player who helps students with and without disabilities develop more ef- 
fective communication skills. Malee Taylor, the SLP who works with the pre-kindergartners at 
Gilpin Manor Elementary School, fits in well with her team, working with young children in and 
outside the classroom to help them acquire communication skills that will help them live more 
successfully in an inclusive world. One of the children she works with is a Ryley, a 4-year-old 
boy with autism. Even though Ryley’s disability is more severe than most of the disabilities of 
other children with whom Malee works, he has been in a preschool classroom with nondisabled 
peers for nearly 2 years. Ryley receives 1% hours of direct soeech—language service per week 
spread across five days: 15 minutes Monday, Tuesday, Thursday, and Friday, and 30 minutes 
on Wednesday. Malee explained, “He was only able to handle 15 minutes up until this year. 
Now |'m trying to, one time a week, really push him up to 30 minutes.” Ryley gets one-on-one 
therapy, but he gets it in the pre-kindergarten classroom with the other children present. And 
earlier this year he started working on improving his expressive language. He began by using 
the Picture Exchange Communication System (PECS), but then moved to using Proloquo2go 
on an iPod. 

Malee explains that being among children without disabilities is generally a plus for those 
children with communication disorders. Speaking about Ryley, she says, “He is sometimes 
in his own little space, but he does interact with the kids. They'll take his hand and try to play 
with him [and] he'll sit in circle time for calendar and weather.” And she sees this as being 
beneficial for Ryley. “| think that he sees what kids his age are doing,” she says, and this helps 
him learn. “Last year he had a little friend who would always sit with him, a little girl. And he 
always wanted the one girl. And he likes [his classmates’] faces and he'll follow them over to 
the computer to play with them. ... He does want to interact with them, It’s just... teaching 
him how.” And what difference might this make for Ryley? “| see him going into regular ed. 
| think once we can get him to communicate his needs and wants . . . he has it cognitively,” 
Malee said. 

The key to effective inclusion from Malee's point of view is working closely with the 
teachers on her pre-K team. Malee and the teachers will look closely at the lesson plans 
for each day to see how they can imbed communication instruction into those lessons. For 
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example, talking about one teacher, Malee said, “She was asking me about [a child's] sen- 
tences: she wanted sentence strips. We work on different pictures and they were asking 
‘What kind of pictures should we do?’—that kind of thing.” But Malee adds that it takes 
a while to become effective at teamwork. “| would say it took 5 years of really working 
and trying to figure out my role in it... you have to build those relationships up with the 
teachers. . . . It's like a work in progress.” Although Malee believes her work in inclusive 
classrooms is important, she sometimes feels frustrated. She explained that sometimes it 
becomes challenging when a student like Ryley starts learning a communication system and 
the teachers want things to happen right away. “But it takes time,” she says, “and that can 
be frustrating.” 

But ultimately, the work is very rewarding. Malee stated, “To me, what's most reward- 
ing is seeing the kids communicate—like when they say their first words. With Ryley, last 
year we didn’t get very many verbalizations, and this year, he’s just starting and | know [the 
words are] in there and they’re coming out. He did the ‘Hi there’ the other day and recently 
he’s been doing ‘Bye-bye’ at least once a week. I'm hearing more and more words." It’s not 
surprising that when Malee was asked what she thought about her job, she answered quickly, 


“| love it.” 





Introduction 


Students with communication disorders and students with sensory disabilities face unique 
yet very different kinds of challenges, yet successful placements in inclusive classrooms can 
be advantageous for both groups. 

Some students with communication disorders not only have trouble conveying what 
they mean but, because of their disability, they can also experience secondary negative 
effects such as being embarrassed in front of peers. As a result, they might shut down, 
participate very little, and consequently may not experience learning opportunities other 
students enjoy. 

To improve communication skills and to counter these other outcomes, speech—language 
pathologists such as Malee Taylor, and the teachers they work with, make every effort to 
help students overcome their communication disorders. Close collaboration with an SLP 
is an essential component for effective instruction for students with communication disor- 
ders. Although in the past, SLPs worked almost exclusively by pulling students out of the 
classroom for one-on-one therapy, today much of their work is done in general education 
classrooms and in other natural settings. Only rarely will these students leave the classroom 
for brief periods of time to meet with an SLP. And when this does occur, it becomes critical 
for the teacher and SLP to communicate closely so the work done outside the classroom can 
be imported for successful application in the more natural setting of the classroom. This is 
how Malee worked with the teachers on her team. 

The other group of students we discuss in this chapter—students with sensory 
impairments—include those who are blind or have a significant vision loss; those who are 
deaf or have a significant hearing loss; and those who have both a vision and hearing loss, 
which could result in a classification of deaf-blindness. Like students with communica- 
tion disorders, students with sensory disabilities also face serious challenges, although 
of a different nature. Their limitations involve obtaining adequate information through 
residual sensory abilities and/or through the use of their other senses. Students with 
sensory impairments require strategies to help them gain information easily available to 
other students. 

If you have a student in your classroom with sensory disabilities, usually you will have 
the benefit of collaborating with a special education teacher with expertise in visual dis- 
abilities or hearing impairments. This individual will work closely with you to better ensure 
an appropriate and successful education for the student. 


() 
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Who Are Students with 
Communication Disorders? 


Ss rotes ee Te 


Definitions 


The two major types of communication dis- 
orders are language disorders and speech dis- 
orders. Language disorders include problems 
in formulating and comprehending spoken 
messages, and speech disorders consist of 
problems related to the verbal transmission of 
messages. Justice (2010) explained communi- 
cation disorders in this way: 


individuals are functional and effective com- 
municators when they are able to successfully 
formulate, transmit, receive, and comprehend 
information from other individuals. A com- 
munication disorder or impairment is present 
when a person has significant difficulty in one of more of these aspects of communication 
when compared with other people sharing the same language, dialect and culture. (pp. 21-22) 





Sometimes students with communication disorders may avoid participation 
because of their disability. 


Speech disorders interfere significantly with the speaker’s ability to say something in a 
way that can be easily understood. A speech disorder can also call attention to the speaker 
and sometimes cause personal discomfort or stress. The most common speech disorders 
include phonological and articulation disorders, fluency disorders, voice disorders, and 
motor speech disorders (Justice, 2010). Figure 8.1 describes common speech disorders. 


| Common Speech Disorders 


e Phonological and articulation disorders impair a person’s ability to clearly create 
speech sounds. Instead of producing standard speech sounds, the speaker produces 
sounds that include distortions, substitutions, omissions, or additions. A distortion oc- 
curs when the speaker produces a nonstandard phoneme, like a lisp. A substitution is 
the replacement of one phoneme with another, such as “shair” for “chair.” An omission 
is the deletion of a phoneme such as saying “chai” for “chair.” An addition is the addi- 
tion of an extra phoneme such as “chuh air” for “chair” (Owens et al., 2003). 

Fluency disorders are interruptions in the normal flow of speech. The most com- 

mon fluency disorder is stuttering. Stuttering is often affected by environmental and 
circumstantial conditions and can draw a great deal of attention to the speaker and 
often cause stress. Definitions of stuttering usually note that it consists of producing 

an abnormally high number of sound and syllable repetitions, prolongations, or blocks 
(Shapiro, 2011). People who stutter usually have primary stuttering behaviors and 
secondary behaviors. The primary behaviors are speech characteristics such as repeti- 
tions, prolongations, and blocks. The secondary behaviors are reactions to stuttering 
that occur as a person tries to deal with the verbalizations such as blinking eyes, open- 
ing the jaws, pursing lips, substituting easier words for words that are more difficult, or 
inserting “uh” before a difficult word (Gillam, 2000). 

Voice disorders occur when a person’s pitch, loudness, or phonatory quality differs 
significantly from others of the same sex, age, ethnicity, and cultural background. When 
compared to peers, the person with a voice disorder has an uncommonly high- or low- 
pitched voice, or a voice that is too soft or too loud or that has unusual phonatory quali- 
ties. To be considered a “disorder,” the condition of the voice must be different enough 
to draw attention to the person or to adversely affect performance in school, at home, 
or in the community. Speech therapists use a variety of terms to describe a person’s 
voice, but the most commonly used are a harsh or strained voice, a breathy voice, and 
a hoarse voice (Dalston, 2000). 

Motor speech disorders are neurological disorders that affect a person’s speech. 
Speaking requires complex, coordinated movements of very small muscles. Because 
these movements have a neurological origin, neurological insult or trauma may 
adversely affect one or more of the building blocks of speech (Maas & Robin, 2006). 





BR 128 part 1 


Chapter 8 


A language disorder may occur even though a person's 


Pause & Reflect a speaking ability may be fine. For example, an elementary 









Speech disorders that are very obvious, such as stutter- 
ing, will draw a great deal of unwanted attention to the 
speaker. How do you think a young child or an adolescent 
would react to having such a condition? What are some 
things you think you could do as a teacher to help mitigate 
this potential embarrassment? 


school student might have a language disorder if he has a 
difficult time finding and using the right word or combi- 
nation of words; using words in the right order; or using 
the correct words, phrases, or sentences at the right time. 
With a language disorder, the listener’s ability to under- 
stand a speaker’s words may be fine, but the listener may 
still have a difficult time comprehending what the speaker 
is trying to say. Experts usually divide language disorders 
into three major categories: form disorders, content disorders (or semantic disorders), and 
usage disorders (or pragmatic disorders) (Justice, 2010; Owens, Metz, & Farinella, 2011; 
Penta & Davis, 2000). Figure 8.2 provides descriptions of different language disorders. 


Identification of Students with 
Communication Disorders 


Children as young as 12 to 18 months may show signs of delayed or impaired communica- 
tion development. For some of these children, the delays evolve into disorders that continue 
into the preschool and school years and perhaps beyond. The communication challenges 
exhibited by children may range from relatively mild to more severe. Parents, pediatricians, 
and preschool or elementary school teachers may identify communication problems and 
refer the child to an SLP for formal evaluation. 

Because many different types of communication disorders exist, the SLP must use an 
assessment procedure that will best identify the type of disorder and relevant conditions 
related to the disorder. In a comprehensive assessment, the SLP will evaluate language, 
speech, cognition, voice, fluency, hearing, feeding, and swallowing to determine if specific 
disorders are present. During the assessment, the SLP will do the following: 


* Review existing records to gather relevant historical, medical, educational, and psycho- 
logical information. 

¢ Interview the student, parents, caregivers, and teachers to acquire information about the 
student’s communication history and current condition. 

¢ Ask different individuals, including the classroom teacher, to fill out questionnaires 
about the student’s communication characteristics. 

* Conduct a systematic observation to assess key skills and abilities such as paying atten- 
tion, understanding abstract concepts, answering questions, seeking help, or explaining 
complex details. 





e Figure 8.2 | Language Disorders 
















¢ Form disorders are disorders in the formation of sounds used to make words and word 
parts (phonology); disorders in the rules for constructing words and parts of words so 
that they have meaning (morphology); and disorders in applying rules for connecting the 
words together correctly (syntax). 

* Content disorders, or semantics disorders, occur when an individual does not use 
the specific words or word combinations as language rules require. For example, if a 
person consistently uses words or phrases that are not meaningful to other people who 
use the same language, or uses words or phrases that are not valid for the situation, the 
person is experiencing a content or semantics problem. 

¢ Use disorders, or pragmatics disorders, are characterized by individuals who do not 

use language appropriate for their current social context. A child who has a problem 

in pragmatics might have difficulty initiating conversations, taking turns with partners, 

engaging in extensive dialogues, or engaging in a wide range of other language uses in 

specific situations (¢.g., greetings, making requests, or commenting). 
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Just the Facts | Students with Communication Disorders 


Who are the students? e Students with communication cater hae none with fancwacs Micoe i 
ders, speech disorders, or sometimes a combination of both. 





— 





What are typical ¢ Language disorders include (1) form disorders (difficulty making correct 

characteristics? sounds, constructing words, or connecting the words correctly); (2) content 
or semantic disorders (lack of word-meaning knowledge); and (3) use or 
pragmatic disorders (application of language in social contexts). 

* Speech disorders include (1) phonological/articulation disorders (distor- 

tions, substitutions, or omissions of speech sounds); (2) fluency disorders 
(the most common is stuttering); (3) voice disorders (e.g., speaking with a 
harsh or raspy voice); and (4) motor speech disorders (difficulty using the 
physical components of speech, often due to a neuromuscular disorder). 


a entorrerentee esos 


SSS SRESY ES SSSR SEES CRONIES: 





What are the demographics? ¢ About 2.5% of children enrolled in public schools are classified under IDEA | 
as having “speech or language impairments.” This does not include other 
students with speech or language disabilities served under other disability _ 
categories. 

¢ About 5% of school-aged individuals have speech disorders, and between 
7 and 10% have primary language POP AOS 





: 


Where are students educated? ~—*_Most students with speech disorders are served in general education class- 
rooms and receive speech therapy provided by speech-language patholo- 
gists (SLPs). 

¢ Communication disorders are common among many students with disabili- 
ties who may be in special education or general education classrooms. 


SRR ES Ba TET 








How are students identified? ¢ Speech and language disorders are often recognized by parents, preschool | 

teachers, or pediatricians. ’ 

e ¢ Identifying the specific nature of the speech or language problem requires 

formal assessment by an SLP. : 

What causes communication ¢ Sometimes the cause of a communication disorder can be tied to a specific _ 
disorders? physiological etiology, an organic cause; sometimes it cannot, in which 


case it is referred to as a functional disorder. 
e Organic causes of speech disorders can be congenital (present from the 
time of birth), or they may be acquired later in life. 





What are the outcomes? e Many language and speech disorders improve either without therapy 
(especially with young children) or with therapy. 
¢ Some individuals with these disorders have them throughout life. 





* Conduct a speech- or language-sampling procedure with the student to get a clearer 
picture of the key communication characteristics. 

¢ Use formal tests to learn more about the student’s speech and language characteristics. 
(Justice, 2010; Owens et al., 2011) 


Prevalence 


According to U.S. Department of Education (2011) data, over 1.1 million public school stu- 
dents are classified as having speech—language impairments. About 2.65% of children from 
3 to 5 years old and 2.25% of those between 6 to 17 years old receive speech-language ser- 
vices through public schools. 

It is important to realize that these numbers and percentages represent students whose 
primary IDEA disability category is “speech or language impairment.” In addition, many 
students classified as having other disabilities have communication disorders, like Ryley, the 

} student with Autism Spectrum Disorders with whom Malee Taylor worked. These students 
also receive therapy services from the more than 60,000 SLPs employed in public schools 
(U.S. Department of Education, 2011). 
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Prevention: SLPs are integrally involved in the efforts of schools to prevent academic . 
failure in whatever form those initiatives may take; for example, in response to intervention 
(RTI). SLPs use evidence-based practice (EBP) in prevention approaches. 
Assessment: SLPs conduct assessments in collaboration with others that help to identify 
students with communication disorders as well as to inform instruction and intervention, 
consistent with EBP. 

Intervention: SLPs provide intervention that is appropriate to the age and learning needs 
of each individual student and is selected through an evidence-based decision-making 
process. Although service delivery models are typically more diverse in the school setting 
than in other settings, the therapy techniques are clinical in nature when dealing with 
students with disabilities. 

Program Design: It is essential that SLPs configure schoolwide programs that employ a 
continuum of service delivery models in the least restrictive environment for students with 
disabilities, and that they provide services to other students as appropriate. 

Data Collection and Analysis: SLPs, like all educators, are accountable for student 
outcomes. Therefore, data-based decision making, including gathering and interpreting 
data with individual students, as well as overall program evaluation, are essential 
responsibilities. 

Compliance: SLPs are responsibie for meeting federal and state mandates as well 

as local policies in performance of their duties. Activities may include individualized 
education program (IEP) development, Medicaid billing, report writing, and treatment 
plan/therapy log development. 



























Source: From American Speech-Language-Hearing Association. (2010). Roles and Responsibilities of Speech-Language 
Pathologists in Schools [Professional Issues Statement]. Available from www.asha.org/policy. Retrieved February 5, 2011, 
from http://www.asha.org/docs/html/P12010-00317.html#sec1.2. 


Service Delivery 


Most preschool-aged children (3 to 5 years old) who receive services for communication dis- 
orders are in early childhood education settings with children without disabilities, although 
some are also served in early childhood special education programs. During their school years 
(ages 6 to 21), about 87% of students with communication disorders spend more than 80% of 
their school day in the general education classroom, suggesting a high rate of inclusion (US. 
Department of Education, 2011). Although students with communication disorders are almost 
always included in general education settings, SLPs will develop individual therapy plans for 
each of them. The SLP will interpret the results of the assessment and develop an intervention 
plan designed to be effective, efficient, and easy for the student to follow JJustice, 2010). 

Speech—language pathologists may provide support for students in the general educa- 
tion classroom, or they may work with students in separate therapy settings. For example, 
Malee Taylor works with her team in the general education setting, but she may also pull 
students for one-to-one or small-group therapy sessions outside of the classroom. The 
responsibilities of SLPs in schools, as outlined by the American Speech-Language-Hearing 
Association (ASHA, 2010), are described in Figure 8.3. 


Major Characteristics of Students with 
Communication Disorders 


Many students with communication disorders will not vary a great deal from their peers 
except for their specific communication disorder. However, in some cases the student’s com- 
munication disorder may be related to other characteristics. 


Academic Characteristics 


A student can have a speech disorder yet be as capable academically as the student sitting 
next to him. Although the speech disorder may be of concern, especially from a personal 
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or social point of view, it will not necessarily 
have an impact on the student’s learning abil- 
ity. Other students may be classified as having 
a specific language impairment (SLI) (Justice, 
2010). Although children with SLI have signif- 
icant variety in their language profiles, Justice 
reports that you are likely to see the following 
characteristics: 


¢ Inconsistent skills across language do- 
mains (e.g., being strong in phonology but 
weak in syntax and morphology) 

¢ A history of slow vocabulary development 

¢ Word-finding problems 

¢ Difficulty with grammatical production 
and comprehension, particularly with the 
use of verbs 

¢ Problems with social skills, behavior, and 
attention 


in general education settings. 


Many students who exhibit language disorders at the preschool level successfully over- 
come them because of either intervention or language growth and development. However, 
about 50% of these children continue to have language disorders during elementary school 
and even into high school and adulthood. When language disorders continue beyond the 
preschool years, the students who exhibit them are likely to be ultimately classified as hav- 
ing learning disabilities, intellectual disabilities, or emotional and behavioral disabilities 
(Owens et al., 2011). 


Social and Behavioral Characteristics 


Because communication skills are an essential part of social relations, if an individual lacks 
adequate speech or language skills, social behavior might be affected in different ways. 
A student may become withdrawn and avoid others, for example. Others may interact 
inappropriately or may try to compensate for communication weaknesses by undesirable 
interactions such as aggression or disruption (Nungesser & Watkins, 2005). 

Evidence is not entirely clear that communication disorders can cause behavioral or 
emotional disabilities, but researchers have documented a correlation; communication 
disorders occur very frequently among students classified as having emotional or behavioral 
disabilities. In one review of research, 71% of students 
who were labeled with emotional and behavioral disabili- (@mash@bs\oece @um(oia loons 
ties had language deficits, and 57% of the students identi- 
fied with language deficits also were classified as having 
emotional and behavioral disabilities (Benner, Nelson, & 
Epstein, 2002). Clearly, having a language disorder places 
a child at greater risk for emotional and behavioral chal- 








emotionally difficult? 
lenges. 


Who Are Students with Sensory Impairments? 


Definitions 

There are three classifications of students with sensory impairments: (1) students who 
are deaf or who have hearing impairments, (2) students who are blind or who have visual 
disabilities, and (3) students who are deaf-blind. 


sa ae 
Many SLPs can work effectively with students with communication disorders 


Have you ever experienced a communication problem— 
even a temporary one—that led to your engagement in 
some atypical or uncommon behavior? How did others 
react to your problem? How did you react? Was it 
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Deafness and Hearing Impairment , 
Deafness, as defined under IDEA, means a loss of hearing that is so severe that the student is 
“impaired in processing linguistic information through hearing, with or without amplification, 
that adversely affects a child’s educational performance.” In comparison, IDEA defines a hearing 
impairment as a loss of hearing, “whether permanent or fluctuating, that adversely affects a child’s 
educational performance but that is not included under the definition of deafness” (IDEA, 2004). 

Hearing loss can be described in terms of the sound volume required for a person to 
hear; the greater the volume required, the more severe the hearing impairment. The unit 
of measure used to report degree of hearing loss is called decibels (dB). Those who have 
normal hearing can hear sounds from 0 to 15 dB—that is, at a very low volume. As hearing 
loss becomes more severe, individuals require progressively higher decibel levels, or greater 
volume, to hear. A slight hearing loss is defined as a 16 to 25 dB loss; a mild hearing loss is 
26 to 40 dB; a moderate loss, 41 to 55 dB; a moderately severe loss, 56 to 70 dB; a severe loss, 
71 to 90 dB; and a profound loss, 90 dB or greater (American Speech-Language-Hearing 
Association, 2011). 

Hearing loss can also be described according to the type of hearing loss, which refers to 
the location in the auditory system where the loss occurs. The types of hearing loss include 
a conductive hearing loss (in the outer and/or middle ear); a sensorineural hearing loss 
(in the cochlea, inner ear, or eighth cranial nerve); a mixed hearing loss (both conductive 
and sensorineural); and a central auditory processing disorder. Configuration of the hearing 
loss, another type of description, describes qualitative aspects of hearing, such as whether 
both ears are affected or whether different frequencies are differentially affected (American 
Speech-Language-Hearing Association, 2011). 


Blindness and Visual Disabilities 

Degree of vision loss is often described according to a person’s visual acuity. Visual acuity is 
reported as a ratio (e.g., 20/20), with the first number stating the distance from an object a 
person is located, and the second number stating the distance at which a person with nor- 
mal vision could see the same object or figure that is 20 feet away. For example, on a Snel- 
len chart, acuity is measured using letters aligned in rows, and 20/20 is considered normal 
because you can see from 20 feet as well as another person with good vision can see at 20 
feet. In contrast, 20/40 means that the letters or symbols you can correctly read at 20 feet 
is one that a person with normal vision can read at 40 feet (that is, you have to be closer to 
see what others can see at a greater distance). Thus, the larger the bottom number, the worse 
your visual acuity. A person with 20/200 visual acuity must stand 20 feet from a figure or 
an object in order to see it as well as a person with normal vision could see it from 200 feet. 

Along with visual acuity, one’s vision can be reported according to one’s visual field. 
That is the area in front of a person that she can see while looking forward and not moving 
her head, often referred to as peripheral vision. Visual field is usually measured by an assess- 
ment administered by an optometrist or ophthalmologist. 

According to IDEA (2004), “Visual impairment including blindness means an impair- 
ment in vision that, even with correction, adversely affects a child’s educational perfor- 
mance. The term includes both partially sighted and blindness.” Partially sighted means a 
visual impairment has resulted in a need for special education. Low vision is often used by 
vision experts in reference to a severe visual impairment. An individual with low vision has 
sight but is unable to read the newspaper even with the aid of eyeglasses or contact lenses. 
Totally blind refers to an individual who does not have sufficient sight to learn to read even 
with magnification and must learn through braille or other nonvisual media (National Dis- 
semination Center for Children with Disabilities [NICHCY], 2004). 

Blindness, as defined by IDEA, and legal blindness are not necessarily the same. Legal 
blindness refers to a central acuity of 20/200 or less in the better eyé with the best possible 
correction or a visual field of 20 degrees or less. Being legally blind is used as an eligibil- 
ity criterion for various benefits such as a reduction in income tax. The definition of visual 
impairment including blindness under IDEA is broader than the definition of legal blindness 
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and includes more individuals. Students with visual difficulties who do not meet the 
requirements of legal blindness may still be served under IDEA because the IDEA defini- 
tion is concerned more with the educational impact of the vision loss rather than a clinical 
measure of loss. 


Deaf-Blindness 

According to IDEA (2004), “Deaf-blindness means concomitant hearing and visual impair- 
ments, the combination of which causes such severe communication and other developmen- 
tal and educational needs that they cannot be accommodated in special education programs 
solely for children with deafness or children with blindness.” Most students who are classi- 
fied as deaf-blind have some residual use of their vision, or hearing, or both. Relatively few 
individuals are completely without both vision and hearing, which means their ability to 
function might be better than anticipated. 





Just the Facts | Students with Sensory Impairments 


Who are the students? e Students with sensory impairments may include those who are blind or 
visually impaired, deaf or hard of hearing, or deaf-blind. 





What are typical e¢ Students with sensory impairments may have total or partial vision loss, 
characteristics? total or partial hearing loss, or a loss of both hearing and vision to a 
significant degree. : 
¢ The hearing and/or vision loss must interfere with the student's learning ; 
ability in order for the student to qualify for special education. [ 





What are the demographics? e According to the U.S. Department of Education (2011), almost 26,000 
school-aged students are classified as having a visual impairment as a 
primary disability (either partially sighted or blind). 

e About 71,000 students have hearing impairments (either deaf or hard of 
hearing). 

e Nearly 1,700 students are deaf-blind (significant loss of both hearing and 
vision). 





Where are students educated? ¢ Some students with sensory impairments are served in residential schools. — 

e¢ Others are served in general education classes or in special education 
classes, often in general education schools. 

¢ Some 54% of students with hearing impairments, 62% of students with 
visual disabilities, and 31% of students with deaf-blindness are in general 
education classrooms for more than 80% of the day (U.S. Department of 
Education, 2011). 

¢ These students are also served in special classes, special schools, and 
residential settings. 





How are students identified? ¢ Individuals are often identified at birth or during infancy through testing by 
medical personnel. ' 





What causes sensory e Deafness and hearing loss can be caused by heredity, accidents, or illness, 
impairments? but in many cases the cause is unknown. 
¢ Major causes of blindness or low vision in children include congenital 
cataracts, optic atrophy, albinism, retinopathy of prematurity, rod-cone 
dystrophy, cortical visual impairment, and optic nerve hypoplasia. 
e Deaf-blindness may result due to a syndrome, prematurity, low birth 
weight, or a congenital infection. 


ee 





What are the outcomes? ¢ Most persons with visual disabilities will live as adults in integrated society. : 
¢ Many people who are deaf participate more in the Deaf culture but may 
also live in an integrated society. 
¢ Persons with deaf-blindness will usually require some degree of ongoing 
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The ability to hear and see allows people not only to learn 
and understand academic material but also to learn to 
operate within complex social structures. How would your 
personal life with your friends and family be affected if you 
had no vision, hearing, or both? 


Pause & Reflect 
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Identification of Students with 
Sensory Impairments 


Most children with sensory impairments will be identified early in life, usually Very eo! 
after birth. Successful early identification means that specialized intervention services can 
begin earlier in a child’s life and thus reduce the impact of the disability. 2 

Any degree of hearing loss can have an adverse effect on language, social, and cognitive 
development. The earlier the loss is detected, the sooner intervention can begin. In the past, 
children with hearing loss often were not identified until they were | or 2 years old or even older 
and had missed important experiences during their development. Today, most states use unt- 
versal newborn hearing screening programs that are designed to assess infants’ hearing before they 
leave the hospital (National Center for Hearing Assessment and Management [NCHAM], age beh 
According to NCHAM, the average cost to screen a newborn for hearing impairments is between 
$10 and $50, depending on the procedure and the technology used. The benefit is that identified 
children and their families can be referred for early intervention services. 

As with deafness and hearing impairments, children who have any degree of vision 
loss will experience delays in early development. Unless early intervention is provided, 
they will be impaired in their ability to make visual contact and imitate others, explore 
their environment, crawl and walk, use fine-motor skills for daily activities such as self- 
feeding, and experience delayed language development. Pediatricians are most likely to 
first determine that a child has a visual impairment, and they usually refer children whom 
they identify to the state’s Child Find services. These ser- 
vices are designed to identify children with disabilities 
and help families identify appropriate early intervention 
or early childhood education services. Most children 
with sensory impairments will usually begin receiving 
special services in infant and toddler programs (0 to 2 
years) and continue to receive them as preschoolers (3 to 
5 years) and also as school-aged students until they are 
21 years old. 






Prevalence 


According to the U.S. Department of Education (2011), individuals with sensory impairments 
eligible for public school special education services (from age 6 to 21 years) are relatively few 
in number. The data show that within schools in the United States, approximately 71,000 
students are deaf or have hearing impairments, 26,000 are blind or have visual disabilities, 
and only about 1,700 are deaf-blind. 

As you look at these numbers, remember that they represent students within their 
respective primary special education classifications. This means that these students have no 
other disability and that their disabilities interfere with their ability to learn under normal 
conditions. Therefore, other data sources report different numbers: 


¢ The Gallaudet Research Institute estimates that anywhere from 9 to 22 of every 1,000 
people have a severe hearing impairment or are deaf (Mitchell, 2005), 

¢ The American Foundation for the Blind (AFB, 2005) estimates that 25 million people 
“have trouble seeing, even when wearing glasses or contact lenses, or that they are blind 
or unable to see at all.” 

* The National Consortium on Deaf-Blindness (NCDB, 2010) reported that 10,208 
students ages 0 to 21 were classified as deaf-blind. 


Service Delivery 


Services for students with sensory impairments may be provided in different types of set- 
tings. The U.S. Department of Education (2011) data for children between 3 and 5 years 
with hearing impairments show that almost 33% of them attend regular early childhood 
education programs for most of the day (which means 80% or more of the day), 21% are in 
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regular settings for less time, and most of the 
others are placed in special classes (27%) or 
in special schools (14%). Preschool children 
with visual disabilities are served similarly: 
Data show that 42% are in regular early child- 
hood settings for most of the day and another 
17% are in these settings for less time, 24% 
are in special classes, and 10% are in special 
schools. The pattern for young children with 
deaf-blindness is somewhat different: Only 
24% are in regular early childhood settings 
for most of the day and about 22% are there 
for less time, 31% are served in special classes, 
and 16% are served in separate special schools. 

When students are older (6 to 21 years), » oe 
they are likely to be taught, at least to some $ 4a i ace 
extent, in general education classrooms. Most students with hearing impairments will be taught most of the time in general 
According to the U.S. Department of Educa- education classrooms. 
tion (2011), 54% of the students with hearing 
impairments are in the general education classroom most of the day and another 33% are 
in these classrooms for at least part of the school day, about 8% are in special schools, and 
about 4% are in residential facilities. Among students with visual disabilities, 62% are in 
general education classrooms for most of the day and another 25% are in these classrooms 
for at least part of the day, about 6% are in special schools, and 4% are in residential pro- 
grams. Fewer students with deaf-blindness are included in general education settings. Only 
31% of these students are in the general education classroom for most of the day, although 
another 45% are there for at least part of the day, 15% of students with deaf-blindness are 
placed in separate schools, and 7% are in residential facilities. 

As a group, students with sensory impairments are less frequently included in gen- 
eral education classrooms than many other students with disabilities, and students with 
deaf-blindness are the least included. Would inclusion be important for these students? In 
the following “A View from a Parent,” read about Jacob Hartshorne and his mother Nancy 
Hartshorne and see what you think. 
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Major Characteristics of Students 
with Sensory Impairments 


The academic abilities and social behavior of students with sensory impairments depend 
on a number of factors, including the specific nature of their disability, any associated dis- 
abilities that may be present, and previous experiences in different settings. Although we do 
not want to overgeneralize, some characteristics that occur frequently are important to note. 
As you become aware of these characteristics, it is important that you understand that the 
impact of sensory impairments on learning is usually more a function of the lack of sensory 
input and critical experiences at an early age rather than an inability to learn. 


Academic Characteristics 


A sensory impairment per se does not necessarily mean that a student has a reduced level 
of cognitive or academic ability; in fact, many students with sensory impairments are as 
academically gifted and talented as their peers without disabilities. However, conditions 
that occur during prenatal development that result in sensory impairments can also affect 
central nervous system development and thus have a direct impact on cognitive develop- 
ment and learning ability. It is estimated, for example, that about 66% of students who are 
deaf-blind have intellectual disabilities in addition to their sensory loss (NCDB, 2007). 
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A View from a Parent 





Why Inclusion Was Important 
for Her Child Who Was Deaf-Blind 


From ages 3 to 5, Jacob Hartshorne, who had multiple disabilities including deaf-blindness, was educated ina 
classroom for students with severe multiple impairments, segregated from peers without disabilities. All services 
(including lunch) were provided in the classroom, and the one-to-one nature of the instructional activities precluded 
socialization with other children. Furthermore, since physical and language skills were not taught in natural contexts, 
there were limited opportunities for practicing these skills with peers, and generalization and maintenance were 
limited. 

Because of these shortcomings, Jacob’s mother Nancy advocated for changes in Jacob's education. Conse- 
quently, beginning in kindergarten, Jacob received his educational program in the natural context of his school and 
classroom alongside his same-aged peers. By the sixth grade, Jacob was participating in all classroom activities with 
the assistance of a one-on-one intervener (a paraeducator with particular skills in addressing the needs of a students 
who is deaf-blind). Related services such as physical therapy and occupational therapy were delivered in natural con- 
texts (e.g., during physical education). Language was taught and practiced naturally throughout the school day, and 
Jacob was an active participant in extracurricular activities such as school plays, music concerts, and talent shows. 


Perhaps most important, Jacob developed a strong, active group of friends. 

Clearly, school personnel provided extensive supports to Jacob to make his inclusion successful. However, one 
might ask, “Are all of the creative, high-energy efforts of Jacob's team worth the effort?” 

Jacob’s mother is convinced that without inclusive programming, Jacob would not have: 


e Walked independently and used signs to communicate 

e Responded to invitations to birthday parties and had classmates attend his annual birthday bash 

e Attended Cub Scout campouts and earned honors for his outstanding participation 

e Enjoyed the sincere support of his “Circle of Friends,” which included 18 students, many of whom have been 
friends since first grade 


Now, as an adult, Jacob continues to exceed the expectations of others. His mother is convinced that without 
inclusive programming Jacob would not have: 


e Walked in graduation with his same-aged peers and received the loudest applause of any from the student 
body 

e Continued to work within his home community, shredding paper alongside his same-aged peers at the local 
university, and feeding animals alongside same-aged volunteers at the local animal shelter 

* Moved into his own home last summer, with his same-aged peers assisting with remodeling, redecoration, 
and providing him with 24-hour support. 





Source: From N. Hartshorne, “It sounds nice, but is inclusion really worth it?” Deaf-Blind Perspectives, 9(2) (2001/2002): 12-13. Adapted and expanded 


with permission. 


Therefore, depending on the specific nature of an individual’s disabilities, learning ability 
may be impacted to a greater or lesser degree. 

Perhaps the most significantly affected academic area for students with hearing impair- 
ments is the acquisition of literacy skills, which are based heavily on language development 
(Luckner, Sebald, Cooney, Young, & Muir, 2006). Although most students who are deaf or 
who have hearing impairments have adequate intellectual ability to develop reading and 
writing skills, their delays in language development will often result in delays in learning 
to read. Early literacy, which is heavily focused on matching spoken sounds and words to 
printed letters and words, can be especially difficult. As a result, when compared to hearing 
students, many students who are deaf or hearing impaired will lag in literacy skills during 
their school years (Schirmer, 2001a, 2001b; Traxler, 2000), 

Students who are blind, especially those who are blind from birth or who lost their 
vision at a very early age, are particularly challenged in learning concepts that are difficult to 
comprehend without vision. Even though vision specialists provide instructional strategies 
and materials that allow students to access information through auditory and tactile input 
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(e.g., braille, large print, assistive and adaptive technol- 
ogy, and audio material), learning many concepts can still 
be difficult. For example, how do you explain what the 
sky is like or what water molecules look like? Learning 
such concepts as these will be challenging for many stu- 
dents with visual disabilities. 


Social and Behavioral 
Characteristics 


The social skills of students with sensory impairments 
will often be impacted, but this is not usually due to 
an impairment directly related to social development. 
Instead, it is more often caused by a lack of experiences 
resulting from the student’s sensory loss. 

For most of us, the development of social skills oc- 
curs through incidental learning experiences and social 
reinforcement. In other words, people learn to behave appropriately for their age and culture 
based on what they see and hear others do and how others react to what they do. Individuals 
who have sensory impairments are often deprived of this common opportunity, and so their 
social skills sometimes are atypical. To overcome this lack of natural experiences, students 
often need direct instruction in appropriate social behavior. 

Another serious drawback of having a sensory impairment is that spontaneous rela- 
tionships and friendships may not occur as frequently as for others. When you cannot hear 
casual comments or see facial expressions, when you can't determine if someone is serious 
or joking, or when you don’t know if someone is speaking to you or to someone else, your 
ability to respond in a socially fitting fashion is hampered. 





Students with visual disabilities will learn more through tactual 
exploration. 


Keys to Successful Inclusion: 
Tips from Effective Teachers 


Most students with communication disorders and most with hearing impairments or visual 
disabilities will be included in general education classrooms for much of the day. There are a 
few simple strategies that teachers can use to be successful in teaching these students. Here 
are some things that effective teachers do. You can expect your SLP and special education 
teachers for students with hearing or visual loss to help you implement these strategies. 


Focus on Building Students’ Communication Skills 

If you are teaching students with communication disorders, you should communicate regu- 
larly with your SLP team member and ask how you can build speech or language exercises 
for these students into your classroom activities. For example, ask the SLP to look at your 
lesson plan with you and help find ways for you to focus on communication skills for spe- 
cific students during different lessons. Make sure you know the specific communication 
targets the SLP is working on with different students and how you can reinforce them in the 
classroom. Keep the SLP informed about your students’ communicative progress (Hampton 
et al., 2002; Reed & Spicer, 2003; Santos, 2002). 


Make Sure You Are Communicating Clearly 

If you have students with hearing impairments, always look at the students when you are 
speaking, and let the students sit close so they can see your face and body language. If a 
student has an interpreter in the classroom, make sure this person can hear and understand 
what you are saying and allow plenty of time for questions. Use lots of visual aids: charts, 
posters, pictures, graphic organizers, and maps can all be useful. Try to reduce any distrac- 
tive noises so that the student can focus more on you or other students during a discussion 
(Rosenberg, Westling, @ McLeskey, 2011). 
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Help Students Use Their Intact Sensory Abilities sak 
If someone in your class has a vision loss, you can facilitate that student’s learning by pre- 


senting materials in ways that allow the use of other senses, mainly hearing touch. 
When possible, present real objects or models or other tangible items so the student can 
touch them, and be sure to provide enough time for a thorough tactual examination. If the 
student uses computerized systems for magnification or to read braille, check that there is 
adequate room for the equipment. Give rich verbal descriptions of materials and activities in 
the classroom, even simple things like when someone comes into or leaves the room. Find 
out from the vision specialist if you need to adjust lighting for the student and let the student 
sit where he or she can make the greatest use of any residual vision (Rosenberg et al., 2011). 


This chapter discussed the following topics: 


Definitions of students with communication disorders and students with sensory 
impairments 

* Communication disorders include students who have language disorders and speech 
disorders. 

* Speech disorders interfere with verbal expression and include phonological and articula- 
tion disorders, fluency disorders, voice disorders, and motor speech disorders. 

* Language disorders include disorders of form, content (or semantics), and use (or pragmatics). 

¢ Deafness means a loss of hearing that is so severe that the student is “impaired in process- 
ing linguistic information through hearing, with or without amplification.” 

¢ Hearing impairment is a loss of hearing “that adversely affects a child’s educational 
performance but that is not included under the definition of deafness.” 

¢ Visual impairment, including blindness, means an impairment that, even with correc- 
tion, adversely affects a child’s educational performance. 

¢ — Legal blindness refers to a central acuity of 20/200 or less in the better eye with the best 
possible correction or a visual field of 20 degrees or less. 

*  Deaf-blindness means “concomitant hearing and visual impairments, the combination 
of which causes such severe communication and other developmental and educational 
needs that they cannot be accommodated in special education programs solely for 
children with deafness or children with blindness.” 


Prevalence of students with communication disorders and sensory impairments 


* Over 1.1 million public school students receive speech-language services because of 
their communication disorders. 

* Approximately 71,000 students are deaf or have hearing impairments; 26,000 are blind 
or have visual disabilities; and only about 1,700 are deaf-blind. 


Educational settings used by students with communication disorders 
and sensory impairments 


* About 87% of students with communication disorders are served primarily in the regular 
classroom and are provided individual therapy by a speech-language pathologist (SLP). 

* Some 54% of school-aged students with hearing impairments are in the general education 
classroom 80 to 100% of the day, 33% are in the general education classroom for at least 
part of the school day, and 12% are served in separate schools or in residential facilities. 

* About 62% of students with visual disabilities are in the general education classroom for most 
of the day, 25% are in the general education classroom for at least part of their school day, and 
about 10% of students with visual disabilities are in separate schools or residential facilities. 

* Some 31% of students with deaf-blindness are in the general education classroom for 


most of the day, while the remainder spend less time there (45%): 22% are in separate 
schools or residential facilities, 
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Major characteristics of students with communication disorders and of students 
with sensory impairments 


“i 
fi 


* Students with speech disorders often have typical academic abilities. 

* Students with language disabilities may have their learning affected in different ways and 
may be classified as having a learning disability. They may have mixed language abilities, 
slow vocabulary development, word-finding problems, and difficulty with grammatical 
production and comprehension. 

¢ The social behavior of some students with communication disorders might be adversely 
affected. A student may be withdrawn, interact inappropriately with others, or try to 
compensate for communication weaknesses through aggression or disruption. 

* Sensory impairments may impact both academic learning and social development. This 
impact is largely a function of the lack of sensory input and critical experiences at an 
early age rather than an inability to learn. 

¢ Sensory impairments often have an adverse effect on developing social relationships, 
which can be especially difficult during adolescence. 


Tips from teachers for including students with communication disorders and students 
with sensory impairments 


* When teaching students with communication disorders, communicate regularly with 
your SLP, focus on communication skills for specific students during different lessons, 
and keep the SLP informed about your students’ communicative progress. 

¢ When teaching students who are deaf or have hearing impairments, look at the students 
when you are speaking, let the students sit close to you, use a variety of visual aids, and 
try to reduce any distractive noises. 

¢ When teaching students who are blind or have visual disabilities, introduce materials 
in ways that allow the use of hearing and touch; present real objects, models or other 
tangibles; give rich verbal descriptions of materials and activities; adjust lighting for the 
student; and let the student sit where he can make the greatest use of any residual vision. 





Addressing Professional Standards 





Standards addressed in Chapter 8 include: 
CEC Standards: (1) foundations, (2) development and characteristics of learners, 
(3) individual learning differences. 


MyEducationLab 





Go to the topics Communication Disorders and Sensory Impairments in the 
MyEducationLab (www.myeducationlab.com) for Inclusion, where you can: 
¢ Find learning outcomes for both the topic Communication Disorders and the 
topic Sensory Impairments, along with the national standards that connect to 
these outcomes. 
* Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 
¢ Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Dispositions learning units. 
¢ Examine challenging situations and cases presented in the IRIS Center Resources. 
* Check your comprehension on the content covered in the chapter with the Study 
Plan. Here you will be able to take a chapter quiz, receive feedback on your 
answers, and then access Review, Practice, and Enrichment activities to enhance 
your understanding of chapter content. 


















PE yeLOR Cs 


After reading this chapter you will: 


® Know who students with physical 
disabilities, health impairments, and 
multiple disabilities are, the methods 
used to identify students with these 
disabilities, and the range of settings 
in which they are educated. 


e Be able to describe major characteris- 
tics of students with physical disabili- 
ties, health impairments, and multiple 
disabilities. 

e Be aware of several practical tips from 
teachers that can facilitate the inclu- 
sion of students with physical disabili- 
ties, health impairments, and multiple 
disabilities. 











A VIEW FROM PROFESSIONALS 
How a Pre-K Team Includes a Child with Multiple Disabilities 


Saranna is a pretty, blonde-haired, 4-year-old girl who is in the pre-K classroom at Gilpin Manor 
Elementary School. She has a lot going for her, but she is also facing some extraordinary challenges. 
For example, Saranna is just learning to communicate, walk, and develop several other basic 
skills because she has “multiple disabilities.” Her conditions include cerebral palsy, seizures, 
chronic lung disease, non-accidental trauma, and developmental delay, all of which developed as 
a result of her premature birth. Saranna was born at 24 weeks and spent the majority of the first 
13 months of her life in the hosipital. 

Many years ago, Saranna would have been a prime candidate for institutionalization. And 
even today, most children with Saranna’s characteristics attend separate, special schools. But 
at Gilpin Manor, Saranna has a team of dedicated professionals who support her and other pre- 
kindergarten—aged children with and without disabilities so they can achieve a foundation of suc- 
cess for future years. Saranna is taught daily by her teacher, Alison Bryan, and receives additional 
instruction and support from Melissa Pratt, the pre-K interventionist; Dianna Melrath, the pre-K 
special education paraeducator; Malee Taylor, the speech-language pathologist on the team; 
Diana Shaffer, the physical therapist who helps Saranna work on functional mobility skills; and 
Alice O’Mullane, the occupational therapist who helos Saranna work on daily living skills. 

During the past year, Saranna’s progress could be described as slow but steady. She is now 
able stand up when instructed to do so and is able to locate, pull to her, and play with develop- 
mentally appropriate toys. Her progress is made possible because of teamwork and the com- 
mitment of the professionals on the pre-K team. The team uses photographs to help the child 
communicate, a lot of hand-over-hand guidance to complete tasks, verbal cuing to enhance her 
comprehension of directions, and music and movement to encourage motor skills development. 

Being in an inclusive school such as Gilpin Manor has helped Saranna grow and develop. 
She has had the benefit of a sound early education while still having the chance to learn from her 
peers. The efforts made by the pre-K team working with Saranna have already resulted in some 
immediate benefits, and it is likely that there will also be many long-term payoffs thanks to her 
participation in an inclusive classroom. 
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MyEducationLab 


Visit the MyEducationLab 
for Inclusion to enhance 
your understanding of 
chapter concepts with 

a personalized Study 
Plan. You'll also have the 
opportunity to hone your 
teaching skills through 
video and case-based 
Assignments and 
Activities, Building 
Teaching Skills and 
Disposition lessons, 

and IRIS Case Studies. 





Think about the visibility of a disability. How does it affect a 
person's life if his or her disability is apparent, such as with 
cerebral palsy, rather than if it is not, such as diabetes? Do 
you think the visibility or lack of it makes life easier or more 


difficult? Why? 


Pause & Reflect 






Chapter 9 


Introduction nN 

As we have seen in earlier chapters, many students are classified as having disabilities be- 
cause of their cognitive, learning, or behavioral characteristics. Others may have communi- 
cation disorders, hearing impairments, or visual disabilities. All of these conditions can ad- 
versely affect a student’s performance in school and lead to the need for special educational 
services. As we will learn in this chapter, many other students have physical disabilities, 
health impairments, or multiple disabilities that will also require special education services. 
Their physical and health conditions are often of such a magnitude that they can interfere 
with their learning. When this is the case, special education services are necessary. 

As a professional educator, you will readily recognize that some of your students have 
physical or medical conditions; yet, other such conditions, for the most part, are invisible. 
For instance, some students’ physical disabilities are easily noticeable. These include stu- 
dents who have cerebral palsy or muscular dystrophy, for example, who are often in wheel- 
chairs or who use orthopedic devices. But others have conditions such as asthma, diabetes, 
or epilepsy and they may not be as noticeable on a day-to-day basis. 

From the perspective of public schools, students with physical disabilities, health 
impairments, and multiple disabilities fall into one of three categories: requiring (1) no ac- 
commodations, (2) some accommodations, or (3) an individualized education program (IEP). 
For example, a number of these students may attend school without any special services or 
accommodations. Like a student with poor visual acuity who needs nothing more than to 
wear corrective lenses, many students with physical or medical conditions simply come to 
school and manage their own needs. 

The second group includes students who require some accommodations, but because 
their condition does not impair their ability to learn, they do not require special educa- 
tion services. These students will usually have Section 504 
Plans that list the ways school personnel can meet their 
needs so that they can participate like other students. 

Finally, the third group includes students whose dis- 
abilities adversely affect their learning ability and who are 
therefore considered eligible for special education under 
the Individuals with Disabilities Education Act (IDEA). 
These students will have an IEP. 











Some students’ physical or medical needs will be very apparent; others’ will not, 
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Who Are Students with Physical Disabilities, Health 
8 Impairments, and Multiple Disabilities? 


In an inclusive classroom, you are likely to encounter students from each of these categories. 
The accompanying box, “Just the Facts,” provides you with basic information about these 
students. Please keep in mind that as you look at the information in “Just the Facts,” and as 
you read the rest of this chapter, the medical information that we present on the selected 
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| A and Multiple Disabilities 
Who are the students? e Physical disabilities: Students with conditions such as Da Ge spina a 
bifida, or other conditions that affect their ability to walk or use their arms 
or legs. 


e¢ Health impairments: Students with chronic health conditions such as 
asthma, epilepsy, and HIV/AIDS, which may or may not be terminal, that 
cause weakness or fatigue or in some other way adversely affect school 
performance. 

e Multiple disabilities: Students with intellectual disabilities and other physi- 
cal or sensory disabilities. 





What are typical characteristics? © The conditions of students with Physical disabilities may be relatively mild to. : 
‘ more severe. ws : ; 
¢ Different body parts may be affected. — 
e Disabilities may be due to central nervous system damage or aruscalan or 
orthopedic impairments. ‘ 
¢ Students with health impairments may be weak and sometimes in pain. 
Lack of stamina may often be a debilitating factor. p bey may miss a lot of 
:) school due to their illnesses. 
_e Students with multiple disabilities may have sensory and physical impair- 
~ ments and may exhibit uncommon characteristics such as self-stimulatory 
or self-injurious behavior. Many will have serious medical conditions. 





What are the demographics? Within the school-aged population: 
e About 0.1% have physical disabilities. 
e About 0.99% have other health impairments. 
e About 0.2% have multiple disabilities. 





Where are students educated? e The majority of students with physical disabilities and other health impair- 
ments are educated in general classes. 
e Many students with multiple disabilities are placed in special classes. 





How are students identified? e Individuals with physical disabilities, health impairments, and multiple 
disabilities are initially identified by physicians as having special medical 
needs. 


¢ Educational personnel evaluate these students to determine if special edu- 
cation services or other accommodations are necessary. 





What are the causes? e Physical disabilities may originate before, during, or after birth. They may 
be genetically based or occur because of trauma or injury. 
¢ Health impairments can also be due to inherited conditions or may occur 
through transmitted viral infections. 
e Some conditions have unknown causes. 
e Multiple disabilities are usually due to prenatal causes such as maternal 
infections, teratogens, or trauma. 


What are the outcomes? e The physical, social, emotional, and health challenges faced by students 
.) with physical disabilities, health impairments, and multiple disabilities often 
continue into their adult years. 


e Some of these conditions lead to early death. 
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Pause & Reflect 


Individuals who have CP can have speech impairments 
that may be interpreted by some as an intellectual disabil- 
ity. Such an assumption might lead someone to misinter- 
pret the real ability of the person. Do you see any danger 
in doing this? How might this be avoided? 


Chapter 9 


n on different disabilities 


conditions is updated regularly. For the most current informatio 
nstitutes of Health (www 


and conditions, we suggest you visit the websites at the National I 
nih.gov/) or the Centers for Disease Control and Prevention (www.cdc.gov/). 


Definitions 


Physical Disabilities . 
Although most people commonly use the term physical disabilities; IDEA (Sec. 300.8) uses 
the term orthopedic impairments and defines it as follows: 


Orthopedic impairment means a severe orthopedic impairment that adversely affects a 
child’s educational performance. The term includes impairments caused by congenital 
anomaly (e.g., clubfoot, absence of some member, etc.), impairments caused by disease 
(e.g., poliomyelitis, bone tuberculosis, etc.), and impairments from other causes (e.g., 
cerebral palsy, amputations, and fractures or burns that cause contractures). 


As you are undoubtedly aware, many different types of physical disabilities exist, and 
we could not possibly discuss all of them here. However, we will describe four conditions 
that are seen relatively often in inclusive classrooms, notably: cerebral palsy, muscular 
dystrophy, spina bifida, and orthopedic and musculoskeletal conditions. 

Cerebral palsy (CP) is a neurological disorder caused by brain damage before, during, 
or after birth that impairs a person’s posture and movement ability. Cerebral palsy is called 
a nonprogressive disability because the brain damage does not continue to worsen with the 
passage of time. Treatment is necessary, however, to prevent postural deterioration and to 
improve movement and independence (Best & Bigge, 2010; Griffin, Fitch, & Griffin, 2002; 
Pellegrino, 2007). 

The four major forms of CP are spastic CP (characterized by stiff muscles and exag- 
gerated reflexes), dyskinetic CP (characterized by involuntary, nonpurposeful movements), 
ataxic CP (characterized by lack of balance and uncoordinated movements), and mixed CP, 
meaning that more than one form of the condition occurs in the same person. Physicians 
also describe CP according to the area of the body that is affected: Hemiplegia means that 
one side of the body is more affected; diplegia means the legs are more affected than the 
arms; and quadriplegia means that all four limbs are affected as well as the trunk and the 
muscles that control the neck, mouth, and tongue. 

The brain damage that results in cerebral palsy can 
sometimes lead to other problems as well. These may in- 
clude intellectual disabilities, visual disabilities, hearing 
impairments, speech and language disorders, seizures, 
feeding problems, growth abnormalities, learning dis- 
abilities, emotional or behavioral disabilities, and ADHD. 

Muscular dystrophy, like CP, is a relatively common 
physical disability. Unlike CP, however, muscular dys- 
trophy is a progressive disorder that results in ongoing 
muscle weakness. When children have muscular dystrophy, their muscle tissue gradually 
degenerates, turning into fatty tissue, and the condition worsens as time passes. Also, unlike 
CP, the central nervous system is not involved. Duchenne muscular dystrophy is the most 
common form and is a genetically inherited condition (Best, 2010a). 

Muscular dystrophy first appears during early childhood, between about 2 and 6 years 
of age, when the calves seem to be growing larger, a condition called pseudohypertrophy. 
Actually, fat tissue is replacing muscle tissue in the legs as the legs become weaker and 
weaker. Gradually, the muscle weakness moves up the body, from the legs to the trunk 
and arms. Often, these children lose the ability to walk and must use a wheelchair. As they 
become weaker, they can no longer power a manual wheelchair and may require an electric 


wheelchair for mobility control. Even holding the head erect becomes difficult (Escolar, Tosi, 
Tesi Rocha, & Kennedy, 2007). 
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Spina bifida is a break in the spinal column that can leave a person with a loss of physi- 
cal ability in the lower part of the body. The extent of loss depends on the location of the 
break in the spinal column. Different types of the condition exist, but the most severe form, 
called myelomeningocele, results in a loss of sensation and muscle control in parts of the 
body below the lesion. Persons with this condition use a wheelchair for mobility and are 
usually unable to feel touch, temperature, pressure, or pain (Best, 2010a). 

Orthopedic and musculoskeletal conditions are a variety of conditions in which bodily 
structures involving the bones and muscles do not develop normally. Some that you may en- 
counter are curvature of the spine (scoliosis), congenital hip dislocations, juvenile arthritis, 
osteogenesis imperfecta, and limb deficiencies. Individuals with some of these conditions 
may require surgery; may be fitted with prosthetic devices, such as artificial hands or legs; 
and usually must use adapted approaches for accomplishing daily tasks. 


Health Impairments 

Like physical disabilities, some chronic health impairments can seriously affect a student's 
ability to receive an appropriate education. Sometimes these conditions occur in combina- 
tion with other conditions (e.g., a student with cerebral palsy may also have epilepsy); in 
other cases, however, the health impairment is the primary disability. According to IDEA 
(Sec. 300.8), “other health impairment” means 


having limited strength, vitality, or alertness, including a heightened alertness to 
environmental stimuli, that results in limited alertness with respect to the educational 
environment, that—(i) Is due to chronic or acute health problems such as asthma, attention 
deficit disorder or attention deficit hyperactivity disorder, diabetes, epilepsy, a heart condi- 
tion, hemophilia, lead poisoning, leukemia, nephritis, rheumatic fever, sickle cell anemia, 
and Tourette syndrome; and (ii) Adversely affects a child’s educational performance. 


In this section, we briefly describe five health impairments that you likely will encoun- 
ter among your students at some time in your career as a teacher. 


Asthma. Asthma is a chronic lung condition that can result in attacks characterized by 
difficult breathing, wheezing, coughing, excess mucus, sweating, and chest constriction. 
Attacks may result from different triggers, which may be allergens such as tiny dust parti- 
cles, cigarette smoke, and pet dander, or even cold, dry air or physical exertion (Best, 2010b). 


Sickle-Cell Disease. In sickle-cell disease, a block in normal blood flow results in episodic 
pain in the arms, legs, chest, and abdomen as well as priapism (painful prolonged erection). 
Sickle-cell disease also causes damage to most organs, including the spleen, kidneys, and 
liver. Young children with sickle-cell disease can be easily debilitated by certain bacterial 
infections. Sickle-cell disease is most common among those with sub-Saharan and West 
African ancestry (Schonberg & Tifft, 2007). 


Epilepsy. Epilepsy is a neurological condition that causes seizures. Different types of 
seizures may occur. The most common type is a tonic-clonic seizure, referred to in the past 
as a grand mal seizure. During a tonic-clonic seizure, the person loses awareness, ceases 
to engage in any activity, and loses consciousness. She becomes stiff (tonic), and then jerk- 
ing (clonic) movements begin. Although the tonic-clonic seizure is the most common type 
of seizure among persons with severe disabilities who have seizures, other types may also 
occur. One form that you may encounter is called absence seizures, previously referred 
to as petit mal seizures. During absence seizures, which are very brief, lasting perhaps 1 to 
10 seconds, the person experiences a loss of consciousness, but otherwise remains stable. 
Observers sometimes assume that a student with absence seizures is simply daydreaming 
(Weinstein & Gaillard, 2007). 


Type-1 Diabetes. Type-1 diabetes, also called juvenile diabetes or insulin-dependent diabe- 
tes, is an autoimmune disease that destroys the cells in the pancreas that produce insulin. 





We devoted Chapter 4 
to ADHD, which is 
classified as a health 
impairment, because it 
is relatively common. 
That is why we do not 
discuss it here. 
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Type-l diabetes develops most often in children or 
young adults but can occur at any age. Children with 


Ki Po =F i | a | Type-l diabetes require insulin shots. Without medica- 


| hill 


Chronic health impairments sometimes require special 


accommodations in schools. 





— =s tion, the student may become very thirsty, need to uri- 
iw | | nate often, lose weight, and become very weak (National 
Institutes of Health, 2011). 


Cystic Fibrosis. Cystic fibrosis is a disease that affects 
major body organs that secrete fluids. The disease pri- 
marily affects the lungs, where airway passages become 
blocked, and the digestive system, where the mucus in- 
terferes with the release of digestive enzymes. The secre- 
tions of normal fluids are blocked by the mucus, which 
causes cysts to develop, which become surrounded by 
scar tissue (Best, 2010b). 


Multiple Disabilities 


Pause & Reflect As defined by IDEA (Sec. 300.8), multiple disabilities are 





ment that affected learning 
such conditions could have 
learning? How would havin 
own ability to participate in 


Have you or anyone in your family had a health impair- 


“concomitant impairments (e.g., mental retardation— 
blindness, mental retardation—orthopedic impairment), 
the combination of which causes such severe educational 
needs that they cannot be accommodated in special edu- 
cation programs solely for one of the impairments. The 
term does not include deaf-blindness.” 

Students with multiple disabilities, like Saranna 
whom you met at the beginning of the chapter, have a relatively severe intellectual disabil- 
ity and at least one additional disability, often a physical disability. Additionally, students 
with multiple disabilities usually have various health problems that complicate and worsen 
their disabilities. They often develop conditions such as high blood pressure, obesity, brittle 
bones, depression, and general tiredness. Other conditions include cardiovascular (heart) 
diseases, respiratory diseases, eating disorders, and growth impairments (Heller, 2004; 
Thuppal & Sobsey, 2004). 








ability? Can you think of how 

a detrimental effect on student 
g a health condition affect your 
class? 






Identification of Students with Physical 
Disabilities, Health Impairments, and 

Multiple Disabilities 

Parents will often recognize atypical physical or health conditions relatively early in their 
child’s life and will report these conditions to their pediatrician or family doctor, who will 
then conduct evaluations to establish a diagnosis. Other medical specialists may conduct 
subsequent evaluations to assess the physical and health status of the child and determine 
the child’s medical needs. As a result of these evaluations, the physicians will prescribe 
medications or medical interventions, including surgery, to improve the child’s physical or 
health status. 

After physicians establish a medical diagnosis, educational personnel must determine 
through educational assessment whether the condition has a significant negative impact 
on the student’s education. If it does, then the student is evaluated for early intervention or 
special education services, depending on the child’s age. An individualized family service 
plan (IFSP) or IEP is then developed. 

When considering the provision of special education services, school professionals must 
also consider whether related services are necessary for the student to benefit from educa- 
tion. For students with physical disabilities, health impairments, and multiple disabilities 
this means that physical therapists and occupational therapists will 


: : conduct evaluations, 
and, if necessary, create intervention programs to meet a student’s needs 
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Table 9.1 Percent of Time Spent in Public School Settings by School-Aged (6 to 21 Years) Students with 
Physical Disabilities, Health Impairments, and Multiple Disabilities 


Percentage of Time Spent Inside of General Education Classroom 
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(From 40%- 
79%) 


Disability Yor Yolo) BF- \\f 
(80% or more) 


School Day 
(Less than 
40%) 


Other health : 24.4 
impairments 


Orthopedic : 16.5 
impairment 





Multiple : 16.4 
disabilities 
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Source: U.S. Department of Education (2009). 


Prevalence 


According to the most recent data from the U.S. Department of Education (2009), students 
with physical disabilities, health impairments, and multiple disabilities who are served in 
public schools under IDEA comprise a very small fraction of the population. At the preschool 
level (3 to 5 years old), the percentage of children with physical disabilities is 0.07%, those 

a) with health impairments is 0.11%; and those with multiple disabilities is 0.07%. During the 
school-aged years (6 to 17 years), the percentages increase somewhat: Physical disabilities in- 
crease to 0.1%; health impairments to 0.99%; and multiple disabilities to 0.2%. Nevertheless, 
all together, the students in these categories make up less than 1% of all students in public 
schools. 

Overall, the number of students identified with these disabilities increases from the pre- 
school to the school years. The greatest increase is in the health impairments category, which 
increases almost six times. This is likely due at least in part to the fact that students with 
ADHD, who usually are not identified until the school years, are included in this category. 


Service Delivery 

As shown in Table 9.1, most students with physical disabilities and health impairments are 
included in general education classrooms either for most or part of the school day. In con- 
trast, students with multiple disabilities spend less time in the general education classroom, 
and more attend separate schools or residential facilities for students with severe disabilities 
(U.S. Department of Education, 2009). 


Major Characteristics of Students 
with Physical Disabilities, Health 
Impairments, and Multiple Disabilities 


The range of abilities among students with physical disabilities, health impairments, and 
multiple disabilities is greater than in the general population. As an educator, you should 

.) consider the individual strengths and weaknesses of each of these students. In the follow- 
ing sections, we provide a general description of some of the characteristics that you may 
observe. 
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A View from a Peer 





Why Inclusion Is Important 


Saranna, whom you met at the beginning of this chapter, is doing well in her inclusive pre-K classroom. The team that 
works with her is using effective methods that are helping her to be successful. But Saranna’s placement isnt only [ 
important for her; it’s important for the other kids around her. Melissa Pratt believes that the methods she uses with 
Saranna and other pre-kindergartners with special needs is not just good for them, but for the children without disabili- 
ties as well. “They need models, they need visuals,” she says, adding, “And not just for them, all the kids benefit. And. § 
that’s another benefit, because we're doing this with our special ed kids . . . [but] our regular ed kids benefit from that. | 
You know your teaching practices change based on the needs of the kids.” to aa, 

There are also some personal benefits for the students without disabilities, like Saranna’s friend, Olivia. Olivia is 
A years old (“almost five,” she says, smiling) and is Saranna’s best buddie in her pre-K classroom. They hang out a lot 
together, and Saranna’s limited communication and mobility skills do nothing to detract from their relationship. Malee 
Taylor, the SLP on the team, says that Olivia is a little like a “mother hen” always hovering around Saranna, helping her 
from time to time, and just enjoying being close to her. When asked why she likes Saranna, Olivia answered that it’s 
because Saranna “lets me hold her hand” and likes to walk with her. And when asked if she thinks Saranna likes her, 
Olivia, who used her words sparingly, smiled, nodded her head, and said, “She loves me.” 

Olivia said it was good that Saranna was in her class. Why? “Well,” Olivia said, “She is learning to talk” and she 
has a lot of friends, like her, and Evan, and others. And is it a problem for Saranna to be in your class with the other 
children? “Nooo,” Olivia said clearly, acting like it was a silly question. In fact, she said that she hopes she is in the 
same class with Saranna next year. 

What does it mean to a 4-year-old (almost five!) like Olivia to have a friend with multiple disabilities like Saranna? 
Right now it means she has a good friend to hang out with. But we can also ask what it will mean 10 or 20 years from 
now. Our best guess can only be that it will continue to have a positive impact on some of Olivia’s most important at- 
titudes toward others with different abilities. 





Academic Characteristics 


Students with physical disabilities have a full range of academic abilities and disabilities: Some 
are gifted, and others have severe intellectual disabilities. For some students, such as a student 
with severe cerebral palsy, determining the actual degree of cognitive ability is often diffi- 
cult. Standardized intelligence tests rely on a person’s verbal and motor abilities, and because 
cerebral palsy, for example, often affects these abilities, attaining a precise determination of 
intelligence level is difficult (Best & Bigge, 2010; Pellegrino, 2007). Assessment of students 
with spina bifida faces similar issues: Some of these students may have intellectual disabilities, 
some may have learning disabilities, and others may have average or above-average intelli- 
gence. Even those with higher intellectual abilities may have learning difficulties in the areas 
of attention, memory, comprehension, organization, and reasoning (Spina Bifida Association, 
2008). For many other students with different types of physical disabilities (particularly those 
with orthopedic or musculoskeletal disorders), their physical condition likely will not af- 
fect their intellectual ability. Those students will be able to integrate readily into the general 
education classroom and the general curriculum, given adequate supports. 

An important consideration for the academic success of students with physical disabilities 
is the provision of assistive technology (AT) devices and services to meet their needs. Numer- 
ous AT devices can be quite helpful to students with physical disabilities, and a number of these 
devices can make a difference in student success. In fact, there is some evidence that interactive 
computer play facilitates the movement ability of some students with limited motor abilities 
by improving movement quality, spatial orientation, and mobility (Sandlund, McDonough & 
Hager-Ross, 2009). Teachers are likely to encounter students with physical disabilities who will 
manage quite well academically if the school has provided them with appropriate AT devices 
and services. : 

Most students with health impairments will have adequate cognitive and learning abil- i) 
ities for participation in the general education curriculum, but some may have learning 










We discuss 
AT devices in 
Chapter 16. 
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disabilities associated with their health con- 
ditions. With others, their health impairment 
may have an indirect adverse effect on learn- 
ing. A common difficulty is that the health 
condition may cause the student to miss an 
inordinate number of instructional activities 
because of pain, discomfort, illness, fatigue, 
or treatment side effects. For example, think 
of a student who has asthma. Besides being 
very dangerous, even potentially life-threaten- 
ing, asthma can affect a student’s progress in 
school. According to the American Academy 
of Asthma Allergy and Immunology (2005), in 
one school year, children with asthma have a 
total of 10 million absences from school. This 


obviously translates to a great deal of lost in- ; , 
structional time. Depending on the student Assistive technology can be a key for students with physical disabilities achieving 
academic success. 





this loss of time can have a significant impact 
on learning. 

A major factor for the academic success of many students with health impairments 
is how well they can take and respond to prescribed medications. Although most school 
districts do not allow teachers to administer medications to students, it will sometimes be 
important for you to be able to monitor students’ progress in school and report to parents or 
the school nurse if the student's participation is declining. This might suggest that the cur- 
rent regimen of medication should be reevaluated. 

Students classified as having multiple disabilities will have some degree of intellectual 
disability in addition to their physical disabilities. This implies that their learning abilities 
within the general education curriculum will be limited. However, these students can par- 
ticipate if the general education curriculum has been adapted in a way that is meaningful to 
the student yet still reflects the essence of the material (Browder, Spooner, Wakeman, Trela, 
& Baker, 2006). Special education teachers skilled in working with students with multiple 
disabilities will provide assistance and support in making these adaptations and ensuring 
the success of these students in the general education classroom. 


Social and Behavioral Characteristics 


The personal thoughts, feelings, and social behavior of students with physical disabilities, 
health impairments, and multiple disabilities can be negatively impacted by the students’ 
conditions. Asa result, they may have poor self-esteem or self-worth, and their social interac- 
tions with other students may be adversely affected. Their view of the world and their inter- 
actions with others are likely to differ from others without disabilities or health conditions. 

In one study of high school students with physical disabilities Doubt & McColl, 2003), 
the students reported that to be better accepted, they tried to avoid calling attention to their 
disability, sometimes made fun of their own condition, and found a special niche among 
their peers without disabilities, such as serving in a support role on a sports team. Some- 
times, they said, they tried to educate their peers about their condition. Still, certain factors 
tended to isolate them, including their physical limitations as well as their own decisions to 
exclude themselves. Sometimes they did this because they could not keep up, but in other 
cases, they excluded themselves because they felt they would not be accepted by others. The 
study’s authors concluded that the students’ lack of inclusion resulted from both intrinsic 
and extrinsic factors. That is, in some cases their own self-views or real physical limitations 
led to exclusion; and in others, the overt reactions by their peers excluded them. Regard- 
less, the students’ physical disabilities meant that they were less socially involved (Doubt & 
McColl, 2003). 
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We discuss positive 
behavior support in 
Chapter 15. 






Pause & Reflect 


Think about a specific physical disability or ongoing health 
condition we have described. If you had this disability or 
condition, how well would you fit into your social group? 
How would the disability or condition affect how you fit in? 
Do you think your relationships would change? 


Is there a way to facilitate students’ inclusion in spite 
of their physical limitations? There may well be. Ina study 
of younger children, researchers found that the students 
without disabilities said involvement of children with 
physical disabilities would be easier if the activities did 
not demand a great deal of physical involvement. They 
were also more likely to be accepting if teachers stressed 
the importance of equity and fairness. These findings sug- 
gest that teachers may play an important role in promoting the social involvement of chil- 
dren with disabilities (Diamond & Hong, 2010). 

As with physical disabilities, health impairments can sometimes impact normal social 
behavior, interactions, and relationships. For example, peers might avoid students who ex- 
perience frequent asthma attacks, and, at the same time, parents and teachers might limit 
play and recreational activities to reduce the chance of an attack (Best, 2010b). Similarly, 
peers might avoid a student with epilepsy who has had a seizure if they are unfamiliar with 
epilepsy and have not previously witnessed a seizure. Because seizures often first appear 
during adolescence, this can be very embarrassing for the student, who may be shunned or 
subjected to taunting and ridicule. 

Peers might also react differently to students with chronic health impairments such 
as cancer or HIV/AIDS. Students with such conditions might miss a great deal of school 
because of their illness and, when in school, they could be weak or tired. As a result, they 
have limited opportunities to take part in play activities, adolescent bantering, or other 
typical social activities. Some peers, not fully understanding the nature of a student’s condi- 
tion, might fear it and thus avoid the student. Others may feel sorry for the student and be 
uncomfortable with normal age-appropriate interactions. In all of these circumstances, the 
challenge is the same: The student with the condition will not be likely to interact with other 
students in common ways. 

Students who have multiple disabilities might be subjected to these same social condi- 
tions. Worse for these students, however, is their proneness to engage in various uncommon 
behaviors that cause them to appear very different and lead others to avoid them or, even 
worse, fear them. These behaviors might include repetitive movements (called stereotypies, 
such as hand flapping, or self-injurious behaviors, such as head banging), or making loud 
and atypical vocalizations. Many times these behaviors can be improved through the use 
of positive behavior support principles, but the reaction of other students will usually be 
problematic. 








Keys to Successful Inclusion: 
Tips from Effective Teachers 


Including students with physical disabilities, health impairments, or multiple disabilities 
can usually be managed effectively by thinking about the nature or the disability and what 
you can do to provide the student with more access to the classroom environment or to sup- 
port the student’s unique health needs. Here are a few things effective teachers suggest to 
create more inclusive environments for these students. 


Arrange Your Classroom to Increase Accessibility 

If you have a student with physical disabilities, health impairments, or multiple disabilities in your 
classroom, you should work closely with your colleagues in physical or occupational therapy, or 
in health-care services, to learn about specific needs, accommodations, and adaptations for your 
student. Review the student’s Section 504 Plan (if there is one) or the health-care plan, and make 
sure you understand it. Arrange for a conference in your classroom so that key professionals can 
give you advice and direction on specific practices and arrangements you should make. Working 
with your team members, consider how you may need to arrange your classroom to accommodate 
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a student's physical or health needs. Ensure that there is access to all parts of the room, including 
____ centers and materials, so that a student in a wheelchair or using orthotic devices can get to every- 
@ thing. Sometimes classroom temperatures may have to be adjusted to accommodate a student's 
physical or health needs. Make sure that there is access to all parts of the room, including centers 

and materials so a student in a wheelchair or using orthotic devices can get to everything. 


Make Sure Your Classroom Promotes Good Health 

Some students will have health issues that may require you to consider how healthy your 
classroom is. For example, consider the student with asthma. If the cause of asthma attacks 
can be identified, teachers can sometimes prevent them from occurring. Taking steps such 
as using air-cleaning systems, implementing rigorous and frequent room cleaning, and 
avoiding pet dander can reduce the risk of asthma attacks. Knowing this, teachers can try 
to reduce any sources of antigens in their classrooms by working with the school custodial 
staff to ensure that a room is as clean and dust-free as possible. 


Understand How Students Are to Use Their Assistive Technology Devices 
Some students with physical disabilities, health impairments, or multiple disabilities will 
use assistive technology devices to meet their unique needs. These might range from wheel- 
chairs to communication devices to personal computers with accommodating peripheral 
devices. You do not have to be an expert on these devices, but you should have some basic 
understanding of how they operate and know a few simple things like how to turn them on 
and off. You also should be able to monitor how well they are working and whether or not 
the student is using them effectively. The feedback you provide to the SLP, the PT, or the OT 
can be very useful in helping the student get the most out of the AT devices and arranging 
for support services to improve their usage. 


Know What to Look for When Students Are Taking Medications 

Many students with physical disabilities, health impairments, or multiple disabilities will 
be taking one or more medications. You should know when the student takes the medica- 
tions and what to expect from the effects and side effects of the medications, especially how 
they might affect the student’s attention, learning ability, motivation, and other behavioral 
characteristics. If you notice a departure from the typical characteristics of the student, you 
should inform the school’s health-care provider.or the student's parents. 


Understand the Specific Disabilities or Health Conditions of Your Students 
and Help Them Be Successful Despite Those Challenges 

In this chapter, we introduced you to several conditions that you may see in some of your 
students, and of course there are others that are less common. The more you can learn about 
the specific conditions of your students, the more you will know how it affects them and 
their performance in school. Your knowledge will help you understand why they might lack 
attention, be tired, miss class, or not turn in their homework. By understanding the nature 
and impact of the different conditions, you might help a student be more successful. 


Summary 


This chapter addressed the following topics: 


Definitions of students with physical disabilities, health impairments, 
and multiple disabilities 


* “Orthopedic impairment [the term used in IDEA instead of physical disabilities] means a 

severe orthopedic impairment that adversely affects a child’s educational performance. 

The term includes impairments caused by congenital anomaly (e.g., clubfoot, absence 

of some member, etc.), impairments caused by disease (e.g., poliomyelitis, bone tuber- 

4 culosis, etc.), and impairments from other causes (e.g., cerebral palsy, amputations, and 
fractures or burns that cause contractures).” 
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* Health impairment, according to IDEA, means “having limited strength, vitality of alert- 
ness, including a heightened alertness to environmental stimuli, that results in limited 
alertness with respect to the educational environment, tha | ye 
acute health problems such as asthma, attention deficit disorder or attention deficit hy- 
peractivity disorder, diabetes, epilepsy, a heart condition, hemophilia, lead poisoning, 
leukemia, nephritis, rheumatic fever, and sickle cell anemia; and (ii) Adversely affects a 
child’s educational performance.” 

* According to IDEA, multiple disabilities are “concomitant impairments (e.g., mental retar- 
dation—blindness, mental retardation—orthopedic impairment), the combination of which 
causes such severe educational needs that they cannot be accommodated in special educa- 
tion programs solely for one of the impairments. The term does not include deaf-blindness.” 


Identification of students with physical disabilities, health impairments, 
and multiple disabilities 


* Students’ medical conditions are normally identified early in life by health-care special- 
ists. Educational specialists determine if the student requires special education services. 


Prevalence of students with physical disabilities, health impairments, 
and multiple disabilities 


* During the school year, 0.10% of students will have physical disabilities, 0.99% will 
have health impairments, and 0.20% will have multiple disabilities. 


Educational placements for students with physical disabilities, health impairments, 
and multiple disabilities 


¢ The large majority of students with physical disabilities and those with health impair- 
ments are in the general education classroom for most or part of the day. 

¢ The majority of students with multiple disabilities are placed in special schools or special 
classes within regular schools for most of the day. 


Major characteristics of students with physical disabilities, health impairments, 
and multiple disabilities 


¢ Academic and cognitive performance 

¢ Students with physical disabilities: Most of these students have typical cognitive abil- 
ity and can do academic work with the use of assistive technology. Some may have 
other disabilities that may affect their abilities. 

* Students with health impairments: Most of these students have adequate cognitive 
and learning abilities, but some may have learning disabilities. They may also be ad- 
versely affected by the amount of school they miss due to their health impairment. 

* Students with multiple disabilities: These students have intellectual disabilities that 
may be in the severe-to-profound range and require an adapted curriculum. 

¢ Behavior performance and social skills 

* Students with physical disabilities: These students sometimes have difficulty develop- 
ing social relations with their peers because of differences in their physical charac- 
teristics. 

* Students with health impairments: Some of these health impairments may make 
participation in typical social activities difficult. Sometimes these students may be 
subjects of discrimination because of their conditions. 

* Students with multiple disabilities: These students often lack the Opportunity for 
social interactions. 


Keys to successful inclusion 


* Arrange your classroom to increase accessibility, 

* Make sure your classroom promotes good health. 

¢ Understand how students are to use their assistive technology devices. 
* Know what to look for when students are taking medications. 


* Understand the specific disabilities or health conditions of your students and help them 
be successful despite their challenges. 


t—(i) Is due to chronic or ¢) 
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Addressing Professional Standards 


Standards addressed in Chapter 9 include: 


CEC Standards: (1) foundations, (2) development and characteristics of learners, (3) indi- 
vidual learning differences. 


MyEducationLab 



















Go to the topic Physical Disabilities and Health Impairments in the MyEducationLab 
(www.myeducationlab.com) for Inclusion, where you can: 


¢ Find learning outcomes for Physical Disabilities and Health Impairments, along 
with the national standards that connect to these outcomes. 

* Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 

¢ Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Dispositions learning units. 

¢ Examine challenging situations and cases presented in the IRIS Center Resources. 

¢ Check your comprehension on the content covered in the chapter with the Study 

Plan. Here you will be able to take a chapter quiz, receive feedback on your an- 

swers, and then access Review, Practice, and Enrichment activities to enhance 

your understanding of chapter content. 


\ 
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KEY TOPICS 


After reading this chapter you will: 


Know what to expect regarding 
collaboration in inclusive classrooms 
and schools. 


Be able to identify the dispositions 
and skills needed to effectively 
collaborate with other professionals. 


Be able to describe the collaborative 
roles of teachers in inclusive schools. 


Understand how students may be 
engaged as collaborators to support 
inclusive programs. 


Understand a series of guided, step- 
by-step interventions and practices 
related to working collaboratively to 
meet the needs of all students. 
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A VIEW FROM TEACHERS 


Why Is Collaboration an Absolute Necessity to Support Inclusion? 


We interviewed teachers from Gilpin Manor Elementary and West Hernando Middle School 
about collaboration. All of the teachers we interviewed said that collaboration was an “absolute 
necessity” to support effective inclusive programs. Perhaps the main reason for this was that 
collaboration is used in so many ways to support teachers and inclusive programs. For example, 
Megan Law, first-grade teacher at Gilpin Manor, emphasized the importance of working with a 
team of teachers when planning lessons, as teachers provide input regarding how to differentiate 
instruction. “We work together so we can see which way we need to differentiate the lessons 
for certain students. It’s such a big help because we often just keep doing the same activities 

. . SO We can get feedback from each other” and learn about new options for differentiation. 
Similar comments were made by Melissa Pratt, a preschool special education teacher at Gilpin 
Manor, who “goes back and forth” with teachers she works with as they “constantly modify and 
differentiate things together. Everybody is on the team, including the paraeducators, and we all 
have a voice.” 

Susan Davis and Lisa Hallal, who both work as co-teachers at West Hernando Middle School, 
elaborated further on how much teachers learn from collaboration when working as co-teachers. 
“Teachers bring different skills into the classroom, and collaboration provides the opportunity to 
share that expertise to benefit all students. Subject-matter teachers bring a deep knowledge of 
the content and strategies for teaching the content in interesting ways. We [special education 
teachers] often know much less about the content, but bring expertise in making instructional 
accommodations to make sure that all students learn.” 

Susan and Lisa continued, “Teachers learn a lot from collaboration. Special education teach- 
ers learn a lot about the content, and how to teach it from the content area expert in the general 
education classroom. We can't know about content in every area in a middle school: English, 
science, math, social studies. There's no way we can figure out how to make accommodations 
in instruction or on tests unless we learn about the content of the class. We learn the content 
by watching the general education teacher, and then we can teach some of the lessons, do re- 
teaching for students who don’t get the information after going over it in class, and work with the 
classroom teacher to make accommodations in lessons and on tests. 

“Content-area teachers also learn from us. One of the most important things they learn is to 
make accommodations for students. They see us making accommodations to help students learn 
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Visit the MyEducation- 
Lab for Inclusion to en- 
hance your understand- 
ing of chapter concepts 
with a personalized 
Study Plan. You'll also 
have the opportunity 

to hone your teaching 
skills through video and 
case-based Assignments 
and Activities, Build- 

ing Teaching Skills and 
Disposition lessons, and 
IRIS Case Studies. 





Consider a group project you completed in a college 
classroom that was very successful. What qualities of the 
group made the project successful? Was the content of 
the project better than any individual could have com- 
pleted? Does this experience suggest that two heads can 
often be better than one? Why or why not? 





Teachers collaborate to share knowledge and expertise and improve outcomes 
for students. 


Pause & Reflect 


Chapter 10 


content, or we make suggestions about making accommodations during class lessons—they 
learn from us and then can do it themselves. We see this because they are comfortable when 
we have to leave their classroom. They've learned so much about how to make accommodations 
work. At first they are nervous to have kids with disabilities in their class when ey alone (or 
the only teacher). After a while they're very comfortable with that, because they've learned so 
much about accommodations for all of their students.” 


Introduction 

If you've ever tried to work with peers on a project in a college classroom, you know that 
collaboration is not a simple task. Some people readily contribute to projects, yet others 
don’t contribute as easily. Some want to complete the project quickly and before the due 
date, but others want to wait until the last minute. Some attend closely to detail, yet others 
want to focus on the big picture. Given how difficult and time-consuming collaboration can 
be, why should teachers or other professionals bother collaborating? 

The short answer to that question is “Two (or more) heads are better than one.” That is, 
two or more persons collaborating on a project or activity can often come up with a better 
project or answer to a problem than a single person can working alone (Bahrami, Olsen, 
Lathan, Roepstorff, Rees, & Frith, 2010). 

Collaboration obviously takes time and effort on the part of all participants. As you 
reflected on the successful group projects you've worked on in a college classroom, you 
probably noted that the group members were flexible, 
cooperative, worked to accommodate the preferences of 
others, and built on the different areas of expertise that 
existed in the group. When teachers and other profes- 
sionals collaborate to solve problems and address student 
needs, these personal qualities improve the quality of col- 
laboration. 

As the teachers from Gilpin Manor Elementary and 
West Hernando Middle School illustrated in the chapter- 
Opening vignette, “A View from Teachers,” collaboration is 
an “absolute necessity” for effective inclusive 
programs, They noted that collaboration is 
essential primarily because general and 
special education teachers bring different 
areas of expertise to the general education 
classroom, and all of these areas of exper- 
tise are needed for inclusion to succeed. 
For example, general education teachers are 
most often prepared with in-depth knowl- 
edge of the content they are teaching and 
with methods to teach that content to large 
groups of students. In contrast, special edu- 
cation teachers are typically prepared to dif- 
ferentiate content and adapt instruction to 
meet the needs of students who struggle to 
learn the content. Collaboration is all about 
combining these areas of expertise to meet 
the needs of all students in the general 
education classroom. 
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Collaboration: What to Expect 


For most of the last century, teachers taught in relative isolation, with their classroom doors 
closed. They more or less depended on their own knowledge and expertise to address their 
students’ needs. Today, this approach is gradually changing. Two major factors that have 
contributed to this change are increasing demands for higher levels of student achievement 
and the increasing diversity of the student population in schools. 

Regarding increased demands for student achievement, success in the Information Age 
clearly requires all students to achieve higher levels of knowledge and skills, especially 
related to literacy and numeracy (Waldron & McLeskey, 2010). States have responded to 
this need by expecting students to master curriculum at increasingly younger ages. In addi- 
tion, all states now have accountability measures in place to make certain that students 
meet expected standards. Thus, teachers are required to ensure that all students achieve at 
increasingly higher levels. 

Part of the accountability system for student achievement is designed to make sure that 
students who live in poverty, those from different cultural and language backgrounds, and 
students with disabilities will meet achievement standards. The proportion of school-aged 
students from culturally and linguistically diverse backgrounds has grown substantially over the 
last decade (NCES, 2010). These data reveal that currently about 45% of students in public 
schools are from Hispanic, African American, Asian/Pacific Islander, or Native American 
backgrounds. Perhaps more importantly, students from culturally and linguistically diverse 
backgrounds make up the majority of students in ten states (Arizona, California, Florida, 
Georgia, Hawaii, Louisiana, Maryland, Nevada, New Mexico, and Texas). Furthermore, the 
number of students who live in poverty, and those who speak languages other than English 
is rapidly growing (Chau, Thampi, & Wight, 2010; NCES, 2010). This increasing diversity, 
coupled with rising demands for student achievement, makes it important that all teachers 
collaborate and share expertise with others to make certain that all students succeed in 
school. 


What Is Collaboration? 


Given the higher demands for achievement and related accountability measures, as well as 
the increasing diversity of schools across the United States, it is incumbent on teachers that 
they open their classroom doors and begin to collaborate with other professionals to meet 
students’ needs. Teachers have always collaborated with others to some degree. For example, 
in the past when a teacher had a problem teaching a student, he often asked a fellow teacher 
for advice during a break between classes, during lunch, or after school. Now collaboration 
is more structured, it takes more forms (e.g., co-teaching, working in teams), and teachers 
are expected to collaborate more frequently regarding all aspects of their jobs. 

Given the increasing demands for collaboration in schools, many have sought to clearly 
define collaboration. When we use the term collaboration in this book, we refer to “a style 
of direct interaction between at least two co-equal parties voluntarily engaged in shared 
decision making as they work toward a common goal” (Friend & Cook, 2010, p. 7). Several 
defining characteristics of effective collaboration are important to consider and are sum- 
marized in Figure 10.1. 

When teachers initially begin to collaborate, the success of this activity will vary. How- 
ever, as collaborators gain trust and respect for one another and learn to work together, 
collaboration will be more successful. Furthermore, this success will ensure that all partici- 
pants value collaboration and are motivated to participate, especially as they recognize how 
much they and their students benefit from these activities. 

In any inclusive school, several types of collaboration are needed. As administrators 
and teachers develop an inclusive school program, they must work together to change their 
practices, the roles they play, and the very structure of their schools. To achieve these goals, 
schools develop collaborative teams, which are charged with planning, implementing, moni- 
toring, and supporting the necessary comprehensive changes (McLeskey @ Waldron, 2006). 
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| a Defining Characteristics of Collaboration 





Collaboration is based on parity. Parity suggests that the contributions of everyone — 
involved in collaboration are equally valued. A critical factor that often influences parity is 
the power collaborators have, or are perceived to have, in decision making. For example, 
collaborators may go along with suggestions from a principal because of the principal’s 
powerful position and her responsibility for evaluating the performance of teachers. In an 
effective collaborative relationship, all involved must agree to equally respect the input 

of others and ensure that all are free to express perspectives on all issues or decisions. 
Otherwise, collaboration cannot succeed. 

Collaborators share mutual goals. All participants in collaboration should share spe- 
cific, common goals, and these goals should be important to everyone. This ensures that 
the purpose of collaboration is clear to all participants, and that all are motivated to work 
together to achieve the goals. 

Collaborators share participation, decision making, and accountability. All collabo- 
rators should actively participate in decision making, reach a collective decision that all 
agree to support, and share accountability for the outcomes of the decision. This does not 
suggest that all participants should contribute to implementing the decision, which may 
be an intervention that one participant implements in his classroom. Rather, this suggests 
a perspective that “we’re all in this together” and share responsibility for all aspects of 
collaborative decision making. 

Collaborators share their resources and expertise. All participants bring valuable 
knowledge and skills to a collaborative activity. They also bring resources that others 
may not have (e.g., time, access to computers or curricular materials). It is important 

that all participants share their expertise, and that all participants value the expertise of 
others. This does not imply that an “expert” will come up with a solution to the problem, 
but rather that all will share suggestions to assure that the best possible information and 
resources are available to make a good decision. It is also important that all participants 
share their resources, which are often very limited in a school, to assure that resources 
are used efficiently and effectively to meet the needs of all students. 


Collaboration is emergent. If collaboration is to succeed, some positive personal char- 
acteristics of participants must be present at the beginning of a collaborative activity, and 
must grow and flourish over time. These characteristics include: 


1. Value collaboration and believe that “two heads are better than one.” 

2. Participate in collaboration in ways that ensure participants gain trust and respect for 
one another. 

3. Work together to develop a sense of community, where all share expertise, and work 

together to maximize the strengths and minimize the weaknesses of all participants. 




































Sources: Adapted from P. Dettmer, L. Thurston, A. Knackendoffel, & N. Dyck (2009). Collaboration, consultation, and 
teamwork (6th ed.). Upper Saddle River, NJ: Merrill/Pearson Education; and M. Friend & L. Cook (2010). Interactions: 
Collaboration skills for school professionals (6th ed.). Boston: Allyn & Bacon. 


In addition to this role, teachers in inclusive schools often work collaboratively with 
other teachers, either in a co-teaching role or as a consultant (i.e., when problems arise, one 
teacher assists another by problem-solving possible solutions). Still other types of collabora- 
tive roles teachers assume include the following: 


* Work with other teachers and professionals in building-based support teams to solve 
classroom or school problems. 

* Consult with other professionals regarding highly specialized student needs (e.g., consult 
with school psychologists, behavior specialists, physical therapists, nurses, physicians). 

* Collaborate with parents to address student needs. 


As you can see, all teachers in an inclusive school work in a range of collaborative roles 
to ensure that all students are successful. It is safe to say that no single teacher has all the 
knowledge and skills to address the needs of every student who might enter her classroom. 
Thus, working collaboratively provides the opportunity for teachers and other professionals 


to share expertise, learn from one another, and develop strategies that will result in more 
successful educational experiences for all students. 
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Although collaboration may seem to be a simple or even a 
natural skill for a teacher or other professional to engage in, that is 
often not the case. Understanding the basic components of effec- 
tive collaboration is an important beginning point for learning to 
be a successful collaborator. We discuss these key components 
and provide more background information regarding collabora- 
tion in Strategy 10.1 later in this chapter. 


Dispositions and Skills Needed for 
Successful Collaboration 


Dispositions Needed for 
Successful Collaboration 


Collaboration is not something that comes naturally for most of 
us. To succeed as collaborators, we need to ensure that we develop 
and exemplify certain dispositions and learn specific skills that 
lead to success in these roles. See Figure 10.2 for a definition of 
dispositions. 

A disposition may be characterized as a habitual inclination, 
an attitude of mind, or a characteristic tendency. As we attempt 
to collaborate with others, several dispositions may interfere with 
collaboration; other dispositions, however, will tend to facilitate Collaboration works better as teachers gain trust and 
the process. Consider the following comments from teachers at —_"@SPect for one another. 

Gilpin Manor Elementary and West Hernando Middle School 
regarding a key disposition for successful collaboration. 








Pause & Reflect 






Flexibility 

When we discussed collaboration with teachers from 
Gilpin Manor Elementary and West Hernando Middle 
School, a word that was often used was flexibility. For 
example, when we asked Jeanne Huskins, a second-grade 
special education teacher at Gilpin Manor, what it took 
to be an effective teacher in an inclusive classroom, she 
replied, “Lots of flexibility.” She went on to say that a 
good, collaborative relationship with a classroom teacher is needed, and this requires that 
both teachers be flexible to ensure that students’ needs are met. Perhaps this flexibility is 








Recall a successful group project you completed in a 
college classroom. What dispositions of the members of 
the group contributed to the success of this project? Are 
the dispositions defined in Figure 10.2 important when 

working in any collaborative role? Why or why not? 





What Are Dispositions? A Definition from the National 
fore] Uialel|miclay-Creag-telit-itela mame (-t-(eun(-)am el ler-1 cream) 1O7-0E ) 


Professional dispositions: Professional attitudes, values, and beliefs demonstrated 
through both verbal and nonverbal behaviors as educators interact with students, fami- 
lies, colleagues, and communities. These positive behaviors support student learning and 
development. 

The National Council for Accreditation in Teacher Education previously provided a more 
complete definition of dispositions: The values, commitments, and professional ethics that 
influence behaviors toward students, families, colleagues, and communities and affect 
student learning, motivation, and development as well as the educator’s own professional 
growth. Dispositions are guided by beliefs and attitudes related to values such as caring, 
fairness, honesty, responsibility, and social justice. For example, they might include a 
belief that all students can learn, a vision of high and challenging standards, or a commit- 
ment to a safe and supportive learning environment. 








Source: Reprinted from National Council for Accreditation in Teacher Education. (2011). NCATE Unit Standards: 
Glossary. Retrieved April 22, 2011, from http:/Avww.ncate.org/ 
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most important when it comes to scheduling. Kim Miller, a third- and fourth-grade special 
education teacher at Gilpin Manor, elaborated on this idea when she said that all teachers 
have a schedule that should be respected by all. However, many times teachers need to be 
flexible regarding their schedule because the needs of students should take priority, 

Susan Davis and Lisa Hallal elaborated on the need for flexibility when working in 
their roles as co-teachers at West Hernando Middle School. They noted that teachers take 
on many roles when co-teaching in an inclusive classroom—sometimes as an instructor for 
the entire group and at other times providing additional instruction for a small group. In 
addition, a co-teacher may work as a floater in class, monitoring student work, providing 
feedback to students, answering questions, making certain students are on task, managing 
behavior, and so forth. As Lisa Hallal said, “There’s no end to what you do in that room.” 
And so, we see that a key disposition that makes co-teaching successful is flexibility. 

“You have to be flexible,” continued Lisa Hallal, “that’s the number-one thing. Some 
teachers prefer to do all or most of the instruction, so you have to deal with that teaching 
style. We've worked with teachers who like total control of dispensing information, and 
other teachers who are okay with us doing many of the lessons. You have to be flexible 
enough to say what works in this classroom, what's good for both of us, and what's going to 
help these kids learn the best, then that’s what we’ll do. You just have to do whatever it takes 
to make sure students are a success.” 

These teacher comments make a compelling case for flexibility as a key disposition for 
collaboration and co-teaching. Indeed, perhaps one of the most difficult issues that teachers 
face when collaborating is that both professionals have much knowledge and skill regarding 
the issue being addressed and have perspectives on how the problem might be addressed. 
For successful collaboration, professionals must be flexible and willing to: 


¢ Recognize that their solution to a problem may not be the best solution. 
* Look at the problem from another person’s perspective. 
* Compromise regarding an ultimate solution to the problem. 


As you reflect on the information we've provided regarding this disposition, you will 
readily recognize that flexibility is certainly not always easy. All teachers in a collaborative 
relationship must retain a satisfying professional role and must be treated with respect. At 
the same time, teachers must be flexible when working with other professionals. Although 
this is not always easy, teachers are often motivated to be flexible because they know that 
flexibility leads to more successful collaboration and, most importantly, better outcomes for 
students. 


Trust 
Collaboration requires trust and respect. For example, two teachers who are co-teaching 
depend on each other for support when behavior management issues arise or to share 
responsibility for students who do not learn as much as expected. Similarly, when teacher 
assistance teams make recommendations to teachers who seek support for addressing a con- 
cern regarding a student, the teacher must trust that the team has her best interests and those 
of the student in mind as they work to develop an intervention to address the student's need. 
Trust develops over time, as teachers realize that their collaborators (e.g., other teach- 
ers) are credible; demonstrate empathy for fellow collaborators (i.e., understand issues from 
another person's perspective); and accept other team members for who they are (Kampwirth 
& Powers, 2011; Snell & Janney, 2005). Furthermore, trust develops as collaborators depend 
on one another, become interdependent, and work to achieve mutual goals by (1) sharing 
resources, (2) giving help to others, (3) receiving help from others, and (4) dividing the work 
of the team and taking on a reasonable share of this work (Snell @ Janney, 2005). As you 
consider how collaborators gain trust, you will readily recognize that trust is something that 
takes time to develop, but it can be lost in a moment (Kampwirth & Powers, 2011) if a col- 


laborator senses that a person is not trustworthy, empathetic, or isn’t working in good faith 
to solve a problem. 
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Respectful Interactions 
Closely related to the development of trust is the need for collaborators to interact respect- 
fully with one another. This suggests that collaborators will work with each other as equal 
partners, respecting and attempting to understand the perspectives of others. Factors that 
potentially interfere with parity, or working as equal partners, may include differences 
between collaborators related to university degrees; salary; access to resources (e.g., com- 
puters, paraeducators); gender; stature; ethnic background; facility with language; positions 
that differ in status in a school (e.g., principal and teacher); and a range of other factors 
(Walther-Thomas, Korinek, McLaughlin, & Williams, 2000). 

Another aspect of respectful interactions that often influences collaboration is terri- 
toriality. That is, a general educator may view co-teaching as an intrusion on her territory 
because she must share the classroom with a special 
education teacher (Kochhar-Bryant, 2008). Similarly, a 
special education teacher may become territorial when 
others are assigned to teach “her children” in an impor- 
tant content area. Effective collaborators must closely 
examine their tendency toward protecting territory and 
share responsibility with other professionals, especially 
when this collaboration can result in better outcomes for 
students. 








Pause & Reflect 


When you interact with others, what are personal qualities 
that influence how much you respect and listen to the 
person? Are there certain qualities that cause you to shut 
down when listening to another? How can you address 
these biases to make sure that collaboration is effective? 






Frame of Reference 

Every collaborator brings a predisposition to respond to professional situations in a certain 
way, based on his frame of reference. Many factors influence a person’s frame of reference, 
including disciplinary background and preparation (i.e., general education, special educa- 
tion, school psychology, etc.); previous work experience; professional socialization; and a 
range of other factors (Friend & Cook, 2010). For example, general and special education 
teachers sometimes differ with respect to how reading should be taught. Teachers and other 
professionals may have different frames of reference regarding the use of certain instruc- 
tional strategies (e.g., cooperative learning), how classroom behavior should be managed, or 
who is responsible and accountable for students with disabilities. 

Differing frames of reference can result in difficulty collaborating and can contribute 
to distortions in communication as collaborative interactions occur (Walther-Thomas et al., 
2000). Frame of reference may also be influenced by the cultural identity of collaborators. 
For example, some cultures place great value on individual goals and achievement; others 
emphasize interdependence and the well-being of the group as a whole (Friend & Cook, 
2010). Reflecting on one’s frame of reference, understanding the frames of reference of 
others, and openly discussing these issues with collaborators are important in ensuring 
successful collaboration. 


Belief in Collaboration to Meet the Needs of All Students 

Beliefs about collaboration and inclusion are important dispositions as you address difficult 
problems faced by students and attempt to solve these problems. First is the belief that stu- 
dents should be included in general education classes to the maximum extent appropriate. 
Examining and discussing beliefs regarding what inclusion is, why it is important, and how 
students benefit from inclusion is an important activity for all teachers and administrators 
(McLeskey & Waldron, 2002), to ensure that all participants generally agree regarding these 
issues and support inclusive practices. 

Participants in collaboration should also believe in the power of the collaborative pro- 
cess (Kochhar-Bryant, 2008). Confidence that collaboration can improve outcomes for all 
students is important to convey when working with others, and it can ensure that collabo- 
rators take the perspective that even very difficult situations can improve (Kampwirth & 
Powers, 2011). 
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Skills Needed for Successful Collaboration 


Effective communication is critical for working with other professionals in a collaborative 6) 
role. Many factors may interfere with effective communication and result in misunder- Y 
standings and poor collaboration. Several of these potential barriers relate to the previously 
described dispositions. For example, collaborators with different frames of reference will 

have difficulty communicating and effectively collaborating until they examine and under- 
stand the frames of reference that are creating the communication problem. Communication 
problems can be overcome through the development of effective skills related to listening, 
verbal communication, nonverbal communication, and addressing conflict. For more infor- 
mation regarding communications skills needed for effective collaboration, see Strategy 10.2 

later in this chapter. 


Skills for Managing Difficult Interactions 

When collaboration occurs, pairs or teams of professionals can often reach consensus regard- 
ing a problem. However, at times, collaborators have very different perspectives on issues, 
and conflicts arise. When a conflict arises, it is important that collaborators recognize that 
the problem exists and then actively seek to engage and overcome the problem. Ignoring or 
avoiding conflict is a sure approach to undermining effective collaboration. 

When conflict occurs, it is important to reaffirm the purpose of collaboration—that is, 
to improve outcomes for students. How collaborators address challenges depends, to a large 
degree, on the importance they attach to either achieving a 
professional goal or maintaining a good relationship with 
collaborators (Walther-Thomas et al., 2000). For example, 
when neither of these goals is important, the collaborator 
may simply avoid the conflict by withdrawing, and letting 
other collaborators make a final decision. This strategy is ¢ 
fine, if the goal is not important to the person whois with- “~™ 
drawing, or if she is not responsible for decision making. 
If the goal is very important, the collaborator may attempt 
to force others to accept a solution, which has the potential 
to produce conflict. 

A positive approach to addressing a challenging issue has been described as integrating 
(Walther-Thomas et al., 2000). When using this strategy, collaborators view the conflict as a 
problem to solve, and they search for a solution that both addresses the goal of the collabora- 
tion and maintains the relationship with collaborators. “This method involves collaboration 
between people, openness, exchange of information, reduction of tension between parties, 
and examination of differences to reach a solution acceptable to both parties” (Walther- 
Thomas et al., 2000, p. 109). 

Strategies for addressing conflict include (Correa, Jones, Thomas, & Morsink, 2005): 






Pause & Reflect 









Discuss with a peer how you react to conflict. Do you 
avoid conflict and withdraw? Confront and compete with 
others? Accommodate others to escape conflict? Or use a 
collaborative style to address issues directly and profes- 
sionally? What style will you use when collaborating with 
other professionals? 






* Clarify the goal of collaboration. 

* Focus on the problem, not the people involved. 

* Focus on goals that all collaborators share. 

* Insist on using objective criteria to address the problem. 

* Examine your feelings, and determine why they differ from others. 
* Generate possible solutions collaboratively that benefit everyone. 


Collaborative Roles in Inclusive Schools 


As we noted previously, inclusive schools increase the necessity for collaboration by all ¢) 
professionals in a variety of roles and types of collaborative relationships. Three key types é 


of collaborative relationships are working in teams, working as a co-teacher, and consulting 
with others for assistance. 
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Collaborative Teams 


Teams of professionals often work together in 
schools to address a range of different types of 
issues and concerns. Most inclusive schools use 
inclusion-support teams to plan, implement, 
monitor, and evaluate inclusive school programs 
(McLeskey & Waldron, 2006). These teams con- 
sist of a range of professionals in different roles 
(e.g., teachers, principal, counselor, school psy- 
chologist) and other stakeholders (e.g., parents), 
who all work collaboratively to develop and sup- 
port an inclusive program. 

Inclusion-support teams address school- 
wide issues as they seek to develop a plan for 


school change that uses school resources effec- 
tively and efficiently to better meet the academic Teachers often work in collaborative teams to address the needs of students who 
are struggling academically or socially. 





and social needs of all students. These teams often 
spend several months planning for inclusion, 
as they visit inclusive schools, examine their own school, plan professional development 
for teachers and other school staff, and a range of other activities. (For more information 
regarding how these teams function, see McLeskey & Waldron, 2000, 2006.) 

Another type of collaborative team addresses individual student needs. Approximately 
three of every four states require the use of a building-based collaborative support team to 
provide teachers with direct support in developing interventions to address student needs 
(Buck et al., 2003). These teams are often referred to as teacher assistance teams (TATs), 
but also are called intervention assistance teams, student assistance teams, instructional support 
teams, school-wide assistance teams, and teacher support teams in some states. Teacher assis- 
tance teams are relatively simple to implement, as they are designed to provide teachers with 
a structure to develop new ideas for their classrooms by brainstorming possible interven- 
tions for addressing student academic and social difficulties. 

Teachers tend to view TATs very favorably. For example, research has revealed that from 
50 to 60% of teachers view interventions developed by teacher assistance teams as using 
acceptable procedures and feel that the interventions were implemented with a high degree 
of fidelity (Lane, Pierson, Robertson, & Little, 2004). Furthermore, research on state-wide 
implementation of teacher support teams in Pennsylvania revealed that these teams were 
effective in reducing referrals to special education, and resulted in improved measures of 
student academic learning time (Kovaleski @ Glew, 2006). For more information regarding 
how TATs work, see Strategy 10.3 later in this chapter. 


Co-Teaching 

A second type of collaborative role that is common for teachers in inclusive schools is co- 
teaching. As Susan Davis and Lisa Hallal, teachers from West Hernando Middle School, 
indicated in the interview in the opening vignette, co-teaching is critical to the success 
of inclusion in their school. As Susan Davis noted, special education teachers “can’t know 
about content in every area in a middle school: English, science, math, social studies.” Simi- 
larly, content-area teachers don’t know all of the strategies that are needed to adapt for the 
needs of students with disabilities. Thus, having two teachers with different skills working 
collaboratively results in a combination of skills that benefits all students. 

Co-teaching is the most frequently used model for delivering instruction in inclusive 
classrooms (Cook, McDuffie-Landrum, Oshita, @ Cook, 2011). Co-teaching in inclusive class- 
rooms is defined as a general and special education teacher working collaboratively to share 
responsibility for instructing a diverse group of students in a single classroom. Co-teaching 
uses the expertise of both general and special education teachers, and when done well pro- 
vides all students with an improved educational experience. 
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Several issues are critical to the success of co-teaching (Cook et alZO Lis Friend, Cook, 
Hurley-Chamberlain, @ Shamberger, 2010; Scruggs, Mastropieri, & McDuffie, 20 a For 
example, co-teachers emphasize the importance of administrative support to make ae 
that co-teaching is valued and given the resources and support needed to pees ridin ers 
also emphasize the need for planning time before the school year begins to prepare lor co- 
teaching; professional development to acquire necessary skills; and common planning time 
during the school year to continue to support co-teaching. a 

Perhaps most importantly, teachers emphasize the need for compatibility between 
co-teaching partners (Cook et al., 2011; Mastropieri, Scruggs, Graetz, et al., 2005): When 
co-teaching relationships work well, they are built on trust and mutual respect for the skills 
of the co-teaching partner and result in more effective instruction for all students (Mastropieri 
et al., 2005). Compatibility issues often arise because teachers have different beliefs regard- 
ing how to plan for co-teaching, or different beliefs regarding classroom instruction such as 
classroom routines, discipline, noise levels, and so forth (Friend & Cook, 2010; Mastropieri 
et al., 2005). We recommend addressing these issues by having frequent “co-teach chats’ 
with your teaching partner. For more information on co-teach chats and ensuring compat- 
ibility and avoiding conflict when co-teaching, see Figure 10.3. 
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_ Conflict) Using Co-Teach Chats 


To resolve conflicts that may arise and generally make sure that co-teaching works well, 
co-teaching partners should regularly schedule meetings to discuss their partnership. We 
recommend using the following strategies. 


1. Discuss minor issues before they escalate. Minor issues that occur in co-taught 
classrooms can escalate if they are not attended to immediately by co-teaching part- 
ners. We recommend the use of weekly “co-teach chats” when beginning a co-teaching 
relationship. These chats should be brief (10 to 20 minutes) and should be structured 
to address what is working well about co-teaching and what can be improved. These 
meetings should be less frequent (biweekly, then monthly) as the school year progresses 
and teachers learn to discuss strengths and challenges of co-teaching more informally. 


2. Reflect on co-taught lessons. Co-teach chats can be more efficient and beneficial if 
co-teaching partners focus on a recent co-taught lesson, and reflect on what worked 
well and what could be improved regarding that lesson. These discussions should 
begin and end with positive comments regarding the lesson, and at least twice as many 
positive as negative comments should be made. However, each teacher should con- 
tribute at least one area that could be improved when reflecting on each lesson. 


3. Make differences or minor disagreements opportunities to learn. The fact that 
co-teaching partners bring different knowledge, skills, instructional approaches, and 
beliefs to the partnership is a good thing in many ways. Teachers have the opportunity 
to learn from one another, and experience different approaches to instruction that they 
may not have considered. Co-teach chats offer the opportunity to build on and discuss 
these differences as strengths of the partnership. This can be done if both partners 
remember that the strengths of working as co-teachers emerge from the equal, 
collaborative partnership, and not from one teacher serving as an expert who advises 
the other teacher or who has all the right answers. 


4. Use data on student progress to examine how co-teaching may be improved. As 
a school year progresses, a source of discussion during co-teach chats should be data 
regarding student progress. As invariably happens in every classroom, some students 
will not make sufficient progress over a period of time. Data on the progress of students 
thus provide objective information regarding an area in which the co-taught classroom 
needs to improve. This provides a stimulus for discussion regarding how instruction 
might be altered to improve student outcomes in the co-taught classroom. 


5. Examine your approach to addressing differences, and encourage your co- 
teaching partner to do the same. The approaches adults use to address conflict 
differ with regard to the importance of the relationship, the importance of the outcome, 
and their willingness to compromise. This may result in avoiding the problem, or one 
person making all of the decisions. A balance among the use of subsequently de- 
scribed approaches to conflict resolution is needed for successful co-teaching teams. 
Which of these approaches to conflict resolution do you prefer? 


() 
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a. Competitive: An approach that uses power (knowledge, position, and so forth) 
to “win” any conflict. This approach emphasizes the importance of the outcome 
(winning the “battle”), and less emphasis on the relationship with the other person 
involved, and little emphasis on compromise. Generally, this approach leads to many 
problems in a co-teaching relationship, and should not be used. 


b. Avoidance: An approach where one participant avoids or ignores differences. This 
approach may reflect value for the relationship more than the outcome. At times, 
especially when very volatile issues are the source of differences, avoidance is 
advisable. However, some co-teaching partners avoid minor issues, or let the other 
person make most or all of the decisions. This often leads to problems in the 
co-teaching relationship and lack of parity. 


c. Accommodation: An approach where the relationship is valued more than the 
outcome. This approach results in one co-teaching partner “giving in” and accom- 
modating the other partner to make sure that her needs are met. This approach may 
be used occasionally in a co-teaching partnership, but the overuse of this approach 
can produce dissatisfaction in the co-teaching partnership. 


d. Compromise: The most common approach to addressing conflict is to compromise— 
when one person gives up some ideas and expects her co-teaching partner to do 
the same. This approach may be used at times, especially when time is limited. The 
outcome is often one that all find acceptable, but it may not be the best solution. 


e. Collaboration: This is often the most satisfying approach to resolving 
conflict, but it is very time consuming. This occurs when co-teaching partners 
respect each other’s ideas, treat each other respectfully, and consider all information 
and data to reach the best solution to the conflict that has arisen. 


6. Consider the following tips for constructively using differences between adults: 


a. Respect the many different perspectives that exist between thoughtful, intelligent 
adults. 


b. Listen to your teaching partner and try to understand what she thinks, and why she 
thinks the way she does. 


c. Try not to insist on your favorite method, approach, or preference. Instead, 
encourage shared or collaborative problem solving to address differences. 


d. Seek input from others who are well respected when differences arise that are 
difficult to resolve. 


e. Genuinely care about and respect your co-teaching partner’s ideas and perspec- 
tives, and show this through your interactions. 











Sources: P. Dettmer, L. Thurston, A. Knackendoffel, & N. Dyck (2009). Collaboration, consultation, and teamwork for stu- 
dents with special needs. Upper Saddle River, NJ: Merrill/Pearson Education; M. Friend & L. Cook (2010). Interactions: 
Collaboration skills for school professionals (6th ed.). Boston: Allyn & Bacon; D. Ploessl, M. Rock, N. Schoenfeld, & B. 
Blanks (2010). On the same page: Practical techniques to enhance co-teaching interactions. Intervention in School and 
Clinic, 45, 158-168. 


When co-teaching is done well, many benefits accrue for students with and without 
disabilities (Friend et al., 2010; Hang & Rabren, 2008; Scruggs et al., 2007). These benefits 
include increased student achievement, fewer problems with disruptive behavior, improved 
student attitudes and self-concepts, and more positive peer relationships. 

Co-teaching is effective for students with and without disabilities for three primary 
reasons. First, co-teaching provides the opportunity to capitalize on the unique knowledge 
and skills that both teachers bring to the classroom (Ploessl, Rock, Schoenfeld, & Blanks, 
2010). Second, two teachers bring an extra pair of hands to the classroom, which provides 
the opportunity to structure the class and group students in ways that result in more sup- 
port for students. For example, teachers can more often: 


° Use effective, evidence-based instructional practices. 

e Differentiate instruction. 

¢ Employ intensive small-group or individual instruction. 

¢ Provide immediate attention to student needs. 

¢ Monitor student on-task behavior and intervene as needed. 
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Finally, co-teachers can combine their 
expertise to determine novel approaches to 
meet student needs (McLeskey & Waldron, 
2000). This is necessary in inclusive class- 
rooms when traditional solutions from gen- 
eral and special education do not readily meet 
the needs of all students. For example, this 
may occur as co-teachers determine how to 
use a specialized method for instruction to 
meet the needs of a small group of students in 
the general education classroom, or begin to 
use student resources to address needs using 
methods such as class-wide peer tutoring 
(McMaster, Kung, Han, & Cao, 2008). 

Some consider co-teaching as synonymous 
with inclusion, but this is not the case. Many 
successful inclusive programs use co-teaching 
as a core strategy for ensuring student success, 
and yet others rarely use co-teaching and use 
other collaborative strategies to support students (e.g., 
consultative support from a special education teacher or 
paraeducators). We recommend that teachers in inclusive 
schools take advantage of co-teaching whenever possible. 
Co-teaching provides teachers with a powerful opportu- 
nity to increase their expertise. For example, special edu- 
cation teachers can learn in-depth information regarding 
the general education curriculum, methods and group- 
ing strategies that are used in the general education classroom, and which instructional 
approaches fit into this setting. Similarly, general education teachers can learn methods for 
making accommodations for diverse student needs, grouping strategies for providing more 
intensive instruction to students, and so forth. In short, co-teaching provides an excel- 
lent opportunity for professional development, and after experiencing co-teaching, teachers 
often have significantly improved expertise for addressing diverse student needs. 

Schools can implement co-teaching in any general education classroom and can use 
it with any subject matter. Co-teaching takes careful planning because teacher roles and 
responsibilities change significantly when using this approach. For more information 
regarding how planning for co-teaching works, see Strategy 10.4 later in this chapter. 





Co-teaching is frequently used in inclusive classrooms to meet a diverse range of 
student needs. 








Pause & Reflect 


Examine the dispositions we addressed previously in this 
chapter. Why are these dispositions especially important 
for co-teachers? Do you have the necessary dispositions to 
be a successful co-teacher? 


Collaborative Consultation 


Collaborative consultation invoives two persons working together to seek solutions to a 
mutually agreed on problem or issue. When collaboration involves two professionals, the 
participants will typically have different areas of expertise and different roles. For example, 
a special education teacher may consult with a general education teacher regarding methods 
for making accommodations on tests (¢.g., allowing more time, breaking the test into several 
sessions, providing a calculator) to meet the needs of a student with a disability. 

When you teach in an inclusive classroom, you will have students with highly special- 
ized needs that you do not fully understand, regardless of whether you are the general or 
special education teacher. When this occurs, you will need a specialist to provide informa- 
tion and suggest approaches to meet student needs. For example, a special education teacher 
may need assistance in addressing the physical needs of a student with a severe physical 
disability and may seek the consultative assistance of a physical therapist. Others that may 
provide assistance include school psychologists, behavior specialists, curriculum special- 
ists, speech-language pathologists, social workers, nurses, and so forth. 
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The steps that are typically included in collaborative consultation include the following: 


¢ Refer a problem or issue to a consultant. 

* Identify and clarify the problem to be addressed. 

¢ Brainstorm possible solutions to the problem. 

* Select an intervention by the referring teacher. 

¢ Clarify implementation of the intervention. 

¢ Follow up to determine the effectiveness of the intervention. 


If the intervention is not effective, or if the collaborators need to address other problems 
or issues, they repeat the collaborative consultation cycle. Teacher assistance teams (described 
earlier) use a collaborative consultation approach. For a description of the steps involved in 
collaborative consultation when using a TAT, see Strategy 10.3 later in this chapter. 

As a teacher in an inclusive classroom, you will not only receive assistance from con- 
sultants but also serve as a consultant to others. For example, after you have worked in a 
successful inclusive program for a period of time, you may be asked to consult with other 
teachers who are developing inclusive programs. In addition, two of the most critical con- 
sultative roles for teachers in inclusive classrooms that you will need to address relate to the 
work you will do with paraeducators and families. 

Paraeducators (also called paraprofessionals, instructional assistants, or teacher’s aides) 
are an important resource for many inclusive classrooms. Paraeducators are individuals 
who provide instruction and other services to students and who are supervised by teachers 
responsible for student outcomes (Fisher & Pleasants, 2011). Paraeducators can serve in a 
variety of roles to support classroom instruction and related activities in an inclusive setting, 
including the following (Correa et al., 2005): 


¢ Tutor after a teacher provides primary instruction. 

¢ Float in the classroom to check on student progress and respond to questions. 

¢ Provide skill-and-drill activities to individuals or small groups of students. 

¢ Prepare instructional materials, activities, and games. 

¢ Read stories or content-area material. 

* Conduct small-group instructional activities. 

* Grade, correct homework, and handle other paperwork. 

¢ Work on learning centers, bulletin boards, and so forth. 

¢ Provide support for students with highly specialized needs (e.g., medical or physical 
needs for students with severe disabilities). 


Although paraeducators can be a valuable resource in an inclusive classroom, concerns 
will arise at times regarding paraeducators roles and responsibilities. For example, in some 
classrooms, paraeducators are assigned to one student with a disability. This type of assign- 
ment raises the possibility that the paraeducator will take on responsibility for the student 
(i.e., planning student lessons, assessing student progress) that should reside with the class- 
room teacher, and the classroom teacher will not be familiar with the student and his needs 
(French, 2003). In addition, if the paraeducator is “velcroed” to the student and does not 
work with others in the classroom, difficulty developing social relationships may result for 
the student. 

As a teacher in an inclusive classroom, you will at times supervise paraeducators and 
ensure that their time is used effectively and efficiently. Some local school districts provide 
training in working effectively with paraeducators. We provide more information in Strategy 
10.5 later in this chapter regarding how teachers may work effectively with paraeducators to 
improve outcomes for students. 


Families 

Two major factors have contributed to the increased involvement of families in the education 
of students with disabilities. First, the Individuals with Disabilities Education Improvement 
Act (IDEA, 2004) mandates that parents work with professionals as partners in ensuring 
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an effective education for students with disabilities. This includes parent participation in 
every decision related to their child with a disability, including identification, Galanin 
and placement (Rosenberg, Westling, & McLeskey, 2011). Parents also have extensive righ ts 
related to the development and approval of the IEP for school-aged students or the individ- 
ual family service plan (IFSP) for younger children. Parent participation 1n these activities is 
designed to ensure that parents and educators work as partners in addressing the needs of 
students with disabilities and that adversarial relationships are avoided. 

A second reason for family involvement is research indicating this involvement can serve 
to enhance a student’s academic achievement and improve behavior and social adjustment. 


More than 30 years of research demonstrate that when families are directly engaged with 
their children’s education, students show increased test scores, higher academic achievement, 
improved attitudes toward learning, have better social behavior, higher self esteem, fewer 
placements in special education, higher school attendance rates, and lower dropout rates. 
(Kochhar-Bryant, 2008, p. 208) 


These positive effects have been demonstrated across students from different economic, 
ethnic, and cultural backgrounds (Kochhar-Bryant, 2008). 

Parents and caregivers can be involved in schools in many ways (Correa et al., 2005). 
For example, families can: 


¢ Share information regarding their children with teachers and other school personnel 
(e.g., counselor, school psychologist). 

¢ Reinforce and support school programs at home through activities such as a daily re- 
port card to address student discipline, or programs to ensure homework completion 
(Fabiano et al., 2009; Patall, Cooper, & Robinson, 2008). 

¢ Advocate for quality services for their child. 

¢ Volunteer to work in schools for part of the school day or in before- or after-school 
activities. 

¢ Participate in school decision-making groups, such as a school advisory committee. 

¢ Work in the community with businesses and local government to obtain support for the 
school. 


For teachers in an inclusive classroom, parent support has the potential to significantly 
enhance student outcomes and increase the resources available to meet student needs. 
Interventions can be highly effective when teachers and caregivers work collaboratively to 
develop and implement interventions to address a range of student needs (Fabiano et al., 
2009; Patall, Cooper, Robinson, 2008; Whitbread, Bruder, Fleming, & Park, 2007). We pro- 
vide more information in Strategy 10.6 regarding the development of effective approaches 
for home-school collaboration. 


Students as Collaborators: Peer Assistance in 
Inclusive Classrooms and Schools 


In many schools, these are days of limited resources, increasing standards for student 
achievement, and increasing diversity in classrooms. These circumstances require that edu- 
cators seek cost-effective methods for addressing student needs. Teachers who are effective 
use all available resources to meet student needs, and one readily available resource is the 
students themselves (Kauchak & Eggen, 2012). Engaging students in collaborative roles to 
assist or support peers in addressing the needs of those who are struggling academically or 
socially is an integral part of many successful inclusive classrooms. Indeed, as we have dis- 
cussed throughout this text, acceptance and support of students with disabilities is a critical 
component of any effective, inclusive classroom. 

Many peer-assisted strategies have been developed to address basic academic skills 
higher-level cognitive skills, and social interactions or skill development (McDonnell, 201). 
In the following section, we describe a strategy that teachers may use to support students 
who are struggling academically or socially in inclusive classrooms: the peer buddy program. 
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The Peer Buddy Program 


Several researchers have found a close relationship between academic achievement and 
the development of friendship skills, behavior control, and self-esteem (Ginsburg-Block, 
Rohrbeck, & Fantuzzo, 2006). Peer-assisted learning strategies are an intervention that has 
the potential not only to improve academic achievement but also to improve social skills. 
For example, in a review of studies related to peer-assisted learning (Ginsburg-Block et al., 
2006), these interventions were found to improve student social and self-concept outcomes. 
This is an important outcome for inclusive classrooms, because the improvement of social 
skills and the development of friendships are often goals for students with disabilities, espe- 
cially those with more severe disabilities in these settings. 

The need to improve the social skills and acceptance level of students with disabilities 
in general education classrooms has led to the development of a peer-assisted learning 












In Chapter 13, we 
discuss how teach- 
ers can engage 
peers in supporting 
students who are 
struggling to learn 
academic skills 
through the use of 
strategies such as 
cooperative learning 
and peer tutoring. 
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How All Students Benefit from a Peer Support Program 


As students with a range of disabilities were being included in general education classrooms at West Hernando Middle 
School, teachers and administrators recognized that teachers often do not have the time to give every student all 
the support that they need. To begin to address this issue, the staff developed a Peer Support program, where 
students volunteer to provide peer support for a student with a disability with elective course credit for this activity. 
Students are then provided training, and work in a general education classroom with their peer with a disability for 
one class period each day. Students with a range of disabilities are included in this program, including those with 
autism, intellectual disabilities, learning disabilities, and physical disabilities. 

We discussed the impact of the Peer Support program at West Hernando with two students who have been 
peer buddies. One of the peer buddies, Emma (pseudonyms are used for all students in this feature), works with a 
student with an intellectual disability, Melissa, in a U.S. history class. Emma describes that it is “harder for Melissa 
to learn sometimes, and | have to go over things a few more times with her. It’s easier for her if | put tidbits in there, 
rather than having her always learn from the dryness of the book.” Another peer buddy, Susan, works with Lily, a 
student with autism who was formerly in a self-contained special education class before the Peer Support program 
started. Susan commented that in her sixth-grade geography class, Lily “likes to do things hands on, and work with 
other people in class. She doesn't like to be in a self-contained (special education) class because she likes being out 
and learning different things, not just being in one class and learning the same things over and over again.” 

Emma commented on the benefits of including students with disabilities in general education classrooms, not- 
ing that itis “better for them in regular classrooms because they need the interaction [with typical peers]. They need 
to talk with kids their age.” She went on to comment that at first, “they [students with disabilities] are dependent on 
you, but as the program gets further along, the peers back off and let [the students with disabilities] do more them- 
selves, helping them become more independent.” Emma also commented that students with disabilities benefit 
from the demands of the general education classroom, because they're going to have these demands in life. “You're 
going to have deadlines in life. They're going to have to sit there and learn how to do things, how to write, and read. 
It's going to help them be independent.” 

Both Emma and Susan commented on how the Peer Support program had changed them and their beliefs and 
understandings about students with disabilities. Emma explained how she had gotten close to each of the students 
she had worked with as a peer buddy. “When | go home, if Melissa has had a bad day, then | have a bad day. 
Because we have that connection, if she’s having a good day, it makes my day a lot better.” 

Susan further explained that working as a peer buddy helped her understand more about students with dis- 
abilities, and become more accepting of their differences. She further noted that this made accepting students with 
disabilities as part of the school community more natural. “| feel different about socializing with students with dis- 
abilities. Now | know what to say, if someone in the hallway is upset, I'll go up to him, talk with him, and see what's 
wrong. You know what to say and won't be nervous.” 

Susan and Emma both commented that students with disabilities are now a more accepted part of the school 
community as a result of the Peer Support program. Both also strongly believe that all students at West Hernando 
Middle School should be part of the Peer Support program. This may happen one day, as the Peer Support program 
has grown rapidly from 4 students when it began to 114 students who are participating this year. Obviously, many 
students see how this program benefits the entire school community at WHMS, and want to be part of it. 
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strategy called the peer buddy program (Hughes 
& Carter, 2008). Although teachers can use 
the peer buddy program with any student 
in a classroom who needs academic support 
and improved social skills, it was initially 
developed to address the academic and social 
needs of students with more severe disabilities 
in middle and high schools (Hughes & 
Carter, 2008). See the “A View from Students” 
feature in this chapter for a description of how 
students provided supportand benefited froma 
peer buddy program at West Hernando Middle 
School. (Note that this program is called a 
Peer Support program at WHMS). 

As the comments from Emma and Susan 
regarding the Peer Support program at West 
Hernando Middle School reveal, these pro- 
grams can be very successful in improving the 





Peer buddy programs can significantly enhance academic and social outcomes acceptance levels of students with disabilities, 


for students with disabilities and their peer buddies. 


and providing more opportunities for social 


interaction with typical peers. This is not always easy to achieve, as students with severe dis- 
abilities in secondary schools who are included in general education classes are often isolated 
and seldom interact with their peers who do not have disabilities. This occurs for many reasons, 
including the limited social and communication skills of many students with severe disabili- 
ties; the structure of the school day in secondary schools (e.g., emphasis on lecture and focus 
on academic material); and concerns among students without disabilities that they lack the 
skills and knowledge to interact with peers with severe disabilities. Fostering the interactions 
of students with severe disabilities and their peers in secondary schools requires intentional 
efforts by educators, and a peer buddy program provides one approach for addressing this 
need (Hughes & Carter, 2008). For detailed information regarding the peer buddy program, 
and how such a program is implemented, see Strategy 10.7 later in this chapter. 


Summary 


This chapter addressed the following topics: 


Collaboration: What to expect 


Collaboration refers to “a style for direct interaction between at least two co-equal par- 
ties voluntarily engaged in shared decision making as they work toward a common goal” 
(Friend & Cook, 2010, p. 7). 

Teachers work in a variety of collaborative roles to meet the needs of students in inclu- 
sive schools. This collaboration is necessary because no single teacher has all the knowl- 
edge and skills necessary to meet the needs of all students. Collaboration thus provides 
teachers and other professionals with the opportunity to learn from one another as they 
share knowledge and expertise. 


Dispositions and skills needed for successful collaboration 


Dispositions are characteristic tendencies or habitual inclinations. 
Dispositions necessary for effective collaboration include: 


Flexibility in adapting to work with others in collaborative roles 

Trust in collaborative partners to share responsibility for addressing student needs 
Respectful interactions with collaborators 

A frame of reference that facilitates collaboration 

A belief in collaboration to meet the needs of all students 
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* Communication skills for working effectively with other professionals include: 
¢ Listening skills 
@ ¢ Verbal communication skills 
; ¢ Nonverbal communication skills 
¢ Skills for managing difficult interactions with other professionals are also needed for 
effective collaboration. 


Collaborative roles in inclusive schools 


¢ Teachers often work with teams of other professionals (e.g., teacher assistance teams) to 
collaboratively address student needs. 

¢ Another frequent collaborative role of teachers in inclusive schools is working as a 
co-teacher. 

¢ Teachers and other professionals may take on a collaborative consultation role. In this 
role, a professional provides support to another professional to address a specific problem 
or issue. 

¢ Teachers often work in a collaborative role with paraeducators to provide support for 
students with disabilities and others who struggle in inclusive classrooms. 

* Teachers and other professionals often work collaboratively with families to address the 
needs of students with disabilities. 


Students as collaborators: Peer assistance in inclusive classrooms and schools 


¢ Engaging students to work collaboratively to address the needs of those who struggle 
academically or socially can be an integral part of successful inclusive classrooms. 

¢ Two types of peer-assisted learning strategies that are often used in inclusive classrooms 
are cooperative learning and peer tutoring. 

¢ Another effective strategy for engaging students in providing academic and social support 
for students with disabilities is a peer buddy program. 


Addressing Professional Standards 





Standards addressed in Chapter 10 include: 


CEC Standards: (4) instructional strategies; (5) learning environments and social interac- 
tions; (7) instructional planning; (10) collaboration. 


MyEducationLab 


















Go to the topic Collaboration, Consultation, and Co-Teaching in the MyEducationLab 
(www.myeducationlab.com) for Inclusion, where you can: 
¢ Find learning outcomes for Collaboration, Consultation, and Co-Teaching, along 
with the national standards that connect to these outcomes. 
* Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 
¢ Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Dispositions learning units. 
¢ Examine challenging situations and cases presented in the IRIS Center Resources. 
* Check your comprehension on the content covered in the chapter with the Study 
Plan. Here you will be able to take a chapter quiz, receive feedback on your 
answers, and then access Review, Practice, and Enrichment activities to enhance 
your understanding of chapter content. 


) 


» EFFECTIVE STRATEGIES FOR 
® COLLABORATION AND 
TEAMING 


Putting It All Together 

Today teachers are opening their classroom doors to others as they collaborate to reach 
increasingly higher expectations for student outcomes. With this in mind, we hope you will 
embrace collaboration, but keep the following ideas in mind. 


Le 


Start slowly. If you're just beginning to work as a co-teacher in a school, we recommend 
working with only one or two co-teachers initially. It is important to start slowly with collab- 
orative activities so that you'll have time to develop the skills and reinforce the dispositions 
you need to make collaboration succeed. Working with a team of teachers to plan instruction 
or carefully selecting initial co-teachers is often a good way to get started. « 


Reflect on your strengths and weaknesses as a collaborator. Every teacher has strengths 
and weaknesses when working in a collaborative relationship. Some teachers are quick to 
reach a conclusion regarding a problem, for example, and become impatient when others 
need more time. There are also some professionals whose perspectives you will not respect 
as much as the perspectives of others. It is important that you be honest in appraising how 
others view you as a collaborator, and use that information to improve your skills and dispo- 
sitions for collaborating with other professionals. 


. Learn and develop the skills needed for collaboration. As you reflect on your skills and 


dispositions as a collaborator, you will certainly recognize some areas that need improve- 
ment. Some of these skills or dispositions will improve as you engage in collaborative ac- 
tivities with peers, observe their behavior (and yours) during these interactions, and try out 
different options to improve communication and decision making. Another critical way of 
gaining these skills is to take advantage of professional development related to collaboration. 
This includes working with and observing peers in your school to better understand how 
they address difficulties when collaborating, and seeking guidance from peers when difficul- 
ties arise. 


. Enjoy the collaborative partnerships you develop. A major benefit of collaboration for 


teachers is that it reduces the isolation many feel in their profession. Collaboration allows a 
group of experienced professionals to share and test ideas in a setting where individual and 
team efforts are recognized and valued, and all professionals have opportunities for growth and 
leadership (Waldron & McLeskey, 2010). When collaboration works well, it is very beneficial 
and enjoyable for all involved and creates a community of support within a school. 


. Celebrate the successes of collaboration. When done well, collaboration leads to the syn- 


thesis of available expertise and the discovery of new knowledge and teaching approaches 
that benefit all students (Kochhar-Bryant, 2008). We are sure that you will have many suc- 
cesses as a collaborator—be sure to take the time to recognize and enjoy your successes by 
celebrating them! 


Strategy Fact Sheet 
In the remainder of this chapter, we describe seven effective strategies, which we referred 
to previously in the chapter, to help you plan effectively to meet the needs of all students. 
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STRATEGY DESCRIPTION SPECIAL CONSIDERATIONS 


Strategy 10.1: Key Collaboration allows teachers to work with | When collaborating regarding inclusion, teach- 
Components of Effective other professionals to improve knowledge, | ers must work to ensure a respectful, equal 
Collaboration teaching skills, and dispositions. The partnership with their collaborator. 

components of effective collaboration 
provide teachers with the knowledge and 
skills needed to confirm that they are well 
prepared for collaborative roles. 




































Communication is very complex, as it consists of 
sending and receiving messages simultaneously, 
sending both verbal and nonverbal messages, 

and using different types of communication with 
different people. 


The most important skills for collabo- 
rating successfully with others relate 
to communication. Communication 
problems can be overcome through 
the development of skills related to 
listening, verbal communication, and 
nonverbal communication. 


Strategy 10.2: Communica- 
tion Skills and Successful 
Collaboration 





























Most student problems referred to the TAT 
relate to work habits, classroom behavior, 
interpersonal behavior, attention problems, and 
reading difficulties. Recommended interventions 
are reported to be successful for almost 90% of 
students. 


Strategy 10.3: Teacher As- 
sistance Teams (TATs) 


This strategy provides teachers who 
face problems in their classrooms with 

a quick, efficient method to seek as- 
sistance from well-respected peers. A 
group of teachers meet with a referring 
teacher about a specific student problem, 
brainstorm regarding possible ways to 
address the problem, and support the 
teacher in selecting, implementing, and 
evaluating an intervention. 


































Co-teaching is a dynamic process that requires 
teachers to change roles often, depending on 
the content being taught and student needs. 
Varying teaching roles allows teachers to learn 
and develop expertise from their teaching 
partner. 


Strategy 10.4: Planning for } Co-teaching is an approach to collabora- 
Co-Teaching tion that allows general and special 
education teachers to share knowledge, 
dispositions, and skills as they share 
responsibility for student outcomes in 
an inclusive classroom. It is important 
to carefully plan before beginning a 
co-teaching partnership, and continue 
planning during the school year as co- 
teaching roles evolve. 







































Strategy 10.5: Working with 
Paraeducators 


Paraeducators, who work under the su- 
pervision of a certified teacher, provide 
important support for many students 

in inclusive classrooms. Effectively 
supervising a paraeducator requires 
that the teacher collaborate effectively 
with the paraeducator to be sure that 
responsibilities are well defined and 
the paraeducator is well prepared to 
address these responsibilities. 


Paraeducators may provide support such as one- 
to-one or small-group instruction, support for 

students with highly specialized needs, grading 
and other paperwork, and preparation of materi- 
als for class lessons. 



































Strategy 10.6: Working with 
Families: Home—School 
Collaboration 


Effective collaboration between teachers 
and families can result in significant 
improvement in student achievement 
and behavior. Teachers in inclusive class- 
rooms should encourage home-school 
collaboration and parent involvement in 
a range of activities. The teacher should 
get to know parents well and work 

with parents to determine the types of 
involvement that will work well for them. 


When collaborating with parents, teachers 
should be knowledgeable regarding the parents’ 
cultural backgrounds. This allows the teacher to 
understand, respect, and take into account cul- 
tural experiences when working with parents. 

























Strategy 10.7: Peer Buddy 
Programs 


Adolescents with moderate-to-severe 
disabilities benefit from peer interac- 
tions, just as other students do. Peer 
buddy programs are designed to provide 
academic support, as well as an op- 
portunity for peer interactions to occur 
in natural school settings. 








Peer buddy programs have many benefits for 
students with and without disabilities, but 

require careful planning and consistent support 
to succeed. 
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KEY COMPONENTS OF EFFECTIVE 


COLLABORATION 


Rationale 





Many professionals take the perspective that collaboration comes naturally, and is a skill that 
all teachers have (Friend & Cook, 2010). Research evidence indicates that this is often not 
the case (Correa et al., 2005; Dettmer, Thurston, Knackendoffel, & Dyck, 2009; Friend et al., 
2010). Although some teachers may be natural collaborators, many teachers need to learn the 
skills for working effectively with others. Consideration of key components of collaboration 
can improve the likelihood that teachers and other professionals will succeed when engaged 
in these activities. For example, roles should be carefully defined and structured, teachers 
must understand their roles and be well prepared for them, and outcomes should be evalu- 
ated to ensure that collaboration has succeeded (Dettmer et al., 2009; Friend & Cook, 2010). 


Step-by-Step 

As you engage in collaboration with other profession- 
als, you should address several key components of these 
activities to enhance the collaborative activities and im- 
prove student outcomes. 


ap Prepare for collaboration. Most of us must learn 
collaboration skills, including those related to effective 
communication and addressing conflict. Participants in a 
collaborative relationship should participate in professional 
development activities together to ensure that they have 
the knowledge, skills, and dispositions needed for effec- 
tive collaboration. Possible topics for professional develop- 
ment (addressed later in this chapter) include co-teaching, 
teaming, working with parents, and working with para- 
educators. Other areas of professional development that 
may be useful include methods for problem solving and 
working collaboratively to develop inclusive classrooms. 


& Define roles. A key to the success of any collabora- 
tive endeavor is ensuring that all participants are clear 
regarding their roles. For example, co-teachers can take 
ona range of roles (see Strategy 10.4 for more information 
on co-teaching roles), and these roles can change over 
time. Similarly, when professionals work on collabora- 
tive teams that address curriculum in a content area or 
across disciplines, or address individual needs of stu- 
dents and teachers, they must clearly define their roles 
to ensure that they provide well-coordinated, seamless 
support for students (Dettmer et al., 2009). 


&} Achieve role parity. For collaboration to succeed, 
all participants must feel that they are important con- 
tributors, that they are equal partners in decision mak- 
ing, and that their contributions are valued (Friend & 
Cook, 2010). This becomes difficult at times when a col- 
laborator is a principal or other professional who is in 
a supervisory role or is viewed as more knowledgeable 
than others regarding a particular topic (e.g., inclusion, 
classroom management). In inclusive settings, profes- 
sionals often bring different expertise to collaborative 


deliberations (e.g., a general education teacher may have 
deep knowledge of a content area, or a special educa- 
tion teacher has skills in adapting and differentiating 
content). While collaborating, participants must agree 
to have parity and work as equal partners, even if this 
is not the case outside of the collaborative relationship 
(e.g., with a principal) or if knowledge levels regarding 
the content being addressed differ. 


4 | Address key considerations when collaborating. As 
you collaborate with other professionals, keep the fol- 
lowing in mind (Kampwirth & Powers, 2011): 


* Reach out to your collaborators to make them feel 
comfortable and accepted as equal partners. 

* Make it clear to your collaborators that you strongly 
prefer to work collaboratively. 

* Use time efficiently, so that no one feels that time is 
being wasted. 

¢ When a problem arises, clearly define the problem 
and focus on finding solutions. 

¢ Try to understand the collaborative relationship from 
the perspective of other participants. 

* Continue to work on any problems until they are 
resolved. 


5) Evaluate the collaborative relationship frequently. 
Collaborative relationships change over time, making it 
important for participants to frequently evaluate whether 
the relationship is working and how it might be changed 
to work better. This is true with co-teaching, which may 
change as student needs evolve over time or as demands 
on the teacher for content knowledge or differentiation of 
instruction change. Collaborative colleagues can use dis- 
cussions to address the evolving nature of collaboration 
and to ensure that all participants continue to be com- 
mitted to the collaborative relationship. We previously 
described co-teach chats (see Figure 10.3), which are an 
approach that may be used to evaluate and improve co- 
teaching relationships. 
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Applications and Examples 


Teachers who are good collaborators continue to gain skills and dispositions that facilitate ¢ 
their work. For example, collaborators must be open to new ideas and demonstrate willing- J 
ness to others to explore new perspectives, even when they contrast with their point of view. 
This shows respect for other collaborators and can prevent potential problems with collab- 
orative interactions. Several essential behaviors to consider when working toward a respect- 

ful, equal partnership with a collaborator include (Dettmer et al., 2009): 


¢ Really listen, and talk, together with collaborators. 

* Describe your perspectives, but give objective examples whenever possible. 

¢ Work toward resolutions or compromises together. 

* Provide a collective summary of discussion points and tentative agreements. 

¢ Ifthe process is stalled, seek input from others. 

¢ Talk after completing a collaborative activity, to reflect on outcomes and how to improve 
collaboration next time. 











Keep in Mind 
As you collaborate regarding inclusion, keep in mind that professionals often do not share 
common definitions of inclusion or inclusive practices. Given this variability, it is important 
to discuss individual perspectives on inclusion with other collaborators and to ensure that all 
understand your perspective and that you understand those of others. Successful collabora- 
tors determine common ground on which they can focus (e.g., improving outcomes for all 
students, making all students part of the academic and social community of the school), 
emphasize similar perspectives, and downplay differences. 
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COMMUNICATION SKILLS AND 


SUCCESSFUL COLLABORATION 


Rationale 





The most important skills for effectively working with others relate to communication (Cor- 
rea et al., 2005; Friend & Cook, 2010). Collaboration can be effective only if those involved 
understand each other, convey both verbal and nonverbal (e.g., body language) information 
intentionally, and avoid misunderstandings. Many factors may interfere with effective com- 
munication and result in misunderstandings and poor collaboration. Several of these poten- 
tial barriers relate to the dispositions we discussed previously in this chapter. For example, 
collaborators with different frames of reference will have difficulty communicating effectively 
until they examine and understand the frames of reference that are creating the communica- 
tion problem. It is therefore important for collaborators to learn effective communication 
skills to facilitate the best possible collaboration and to improve student outcomes. 


Step-by-Step 

Collaborators can substantially teduce communication 
problems by developing effective communication skills. 
These skills can be used to make sure that information 
communicated is the intended information and is un- 
derstood by collaborators. The most important commu- 
nication skills for collaborators relate to listening, verbal 
communication, and nonverbal communication. 


&> Listen. Many factors may interfere with effective lis- 
tening when collaborating (Friend & Cook, 2010). These 
factors include: 


¢ Filtering certain messages that you do not want to 
hear. The listener hears the topic of the message and 
then tunes out. 

* Being distracted by details that are tangential to the 
main point. 

¢ Rehearsing a response while a collaborator is talking. 

* Reacting to “hot” words that cause you to react 
strongly, such as whole language, direct instruction, 
inclusion, accountability, behaviorism. 


Monitoring your reactions to words or topics as com- 
munication occurs and recognizing that you are engaging 
in these behaviors are important steps in moving beyond 
these barriers to effective communication. Other listen- 
ing skills that will improve communication include ac- 
tively listening for the real content of the message you're 
hearing; attending to the feelings that may be in the mes- 
sage, paraphrasing what you've heard, including the con- 
tent of the message and the feelings behind the message; 
and providing the speaker with the opportunity to clar- 
ify your perspectives (Vaughn, Bos, & Schumm, 2011, 
Walther-Thomas, Korinek, McLaughlin, & Williams, 2000). 


© Develop verbal communication skills. Your verbal com- 
munication skills are important to consider as you work in a 
collaborative relationship. You may use several strategies to 
be clearly understood as you interact with others (Vaughn 
et al., 2011; Walther-Thomas et al., 2000), including: 


¢ Repeat messages through multiple modes, including 
restating a message in a different manner (e.g., sum- 
marizing the key points of a previous message) and 
providing a written summary of a message. 

¢ Practice empathy, or place yourself in the other per- 
son’s shoes, in an attempt to understand your collab- 
orators frame of reference or perspective on a topic 
being discussed. 

e Ensure understanding by using clear and concise 
language that is understandable by collaborators 
(e.g., avoiding the use of professional jargon and ac- 
ronyms such as IEP, LRE, ASD, IDEA). 

¢ Use questions to clarify, better understand, seek further 
information, and convey acceptance to the speaker. 

¢ Summarize the content to make certain that all agree 
regarding what has been discussed. 


Michelle Duclos, a seventh-grade science teacher at 
West Hernando Middle School, notes that at times, she 
and her co-teacher will have only a few minutes to plan 
before beginning a team lesson. Frequent, clear, effective 
communication is needed to ensure that she and her co- 
teacher share ideas and “play off each other, emphasizing 
our strengths” during the class. She also emphasizes the 
importance of teachers reading one another as they move 
through the class period, by either talking briefly or pick- 
ing up on nonverbal cues as “an amazing idea comes to 
one of us during the lesson.” 


(3) Address nonverbal communication. Many teachers 
who are initially involved in collaboration with other 
professionals and parents overlook the importance of 
nonverbal communication, which may be a more accu- 
rate representation of the intent of what is being com- 
municated than the verbal message (Correa et al., 2005). 
Certain negative, nonverbal messages are sent to others 
by appearing to be bored, using a tone of voice that does 
not match comments, and exhibiting negative behaviors 
such as inattentiveness to comments made by certain 
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collaborators, facial expressions or eye rolling, sighing, 
lack of eye contact, and so forth. 

Effective collaboration requires that participants use 
nonverbal communication to convey attention, respect, 
and understanding when others are speaking. Strate- 
gies for conveying positive messages through nonverbal 


communication include leaning toward the speaker and 
maintaining eye contact, appearing relaxed and interested 
in the speaker, maintaining appropriate proximity to the 
speaker, using an appropriate tone of voice, and moni- 
toring negative nonverbal messages (e.g., sighing, facial 
expressions) (Correa et al., 2005; Friend & Cook, 2010). 


— 


Applications and Examples 


Several issues may result in barriers to effective communication as you work with other pro- 
fessionals. These potential blocks include (Kochhar-Bryant, 2008): 


* Verbal or nonverbal messages that convey unequal status or lack of parity. These messages 
convey the perspective that “I don’t view you as an equal partner or respect your point of view.” 

* A communication mismatch, when one collaborator needs to vent while another wants 
to discuss how to address a particular child’s needs. 

* Communications that send mixed messages. For example, a teacher says, “I’m not frus- 
trated,” but body language suggests otherwise. 

¢ Distractions or interruptions that convey to a collaborator that his perspective is not 
respected. 

¢ Focusing on the past with statements such as, “We tried that before, and it didn’t work.” 

* Moralizing, preaching, advising, or conveying that “I know how to solve your problems.” 


Collaborators need to be vigilant in monitoring their own behavior as well as others’ 
behavior to make sure that these barriers do not arise and have a negative influence or result 
in a total breakdown of collaboration. 


Keep in Mind 

Think for a moment about how difficult it is to communicate effectively. We all have experi- 
enced times when we thought we communicated clearly, but the person to whom we were 
sending the message did not receive the intended message. The complexity of communica- 
tion is illustrated by several factors, including (Friend & Cook, 2010) the following: 


¢ Communication consists of sending and receiving messages simultaneously. 

¢ Messages are sent using both verbal and nonverbal information. 

¢ The environment in which the message is sent influences communication (e.g., noise or 
distractions in the setting, others who are present). 

* Different types of communication are used by different people. 

¢ Different modes of communication are used to convey information (e.g., verbal, elec- 
tronic, written messages). 


Given the complexity of communication, it is critically important that collaborators 
frequently check with each other to ensure that they are sending and receiving messages 
clearly. This requires collaborators to send information in different formats, check under- 
standing by using different words, and ask collaborators to rephrase information to ensure 
all understand the information. 
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TEACHER ASSISTANCE TEAMS (TATS) 





Rationale 


When teachers need assistance, they have typically sought help from respected colleagues by 
walking down the hall during a break, or catching the colleague during lunch or after school. 
Teacher assistance teams (TATs) formalize and simplify this source of assistance. These teams 
are also a source of professional development, as teachers who participate on the team learn 
from others about strategies to address a range of student needs. 

Teacher assistance teams consist of a group of well-respected professionals who meet two 
to four times a month to provide assistance using collaborative consultation to other teachers 
who are having difficulty with a student or group of students. These teams have also been 
called intervention assistance teams, student assistance teams, and building-based teams. Research 
has shown that, when TATs are well designed and supported by teachers and the building prin- 
cipal, referring teachers often receive assistance that they can use in their classroom to address 
the identified student need (Kovaleski & Glew, 2006; Lane, Pierson, Robertson, & Little, 2004). 


Step-by-Step 


Teacher assistance teams typically begin their work when referral form) should include a request for information 

a teacher refers a student with a particular need to the __ regarding what the referring teacher wants the student to 

team. Once the referral occurs, the team goes through the __ be able to do that she is not currently doing, what the 

following steps (Chalfant & Pysh, 1989): teacher has already tried to address this problem, and 

the student's assets and deficits. If team members deter- 

@ Team members read the referral, which includes mine it is needed, one team member observes the child 

. specific information regarding the child’s challenges. For in the referring teacher's class to provide more in-depth 
example, the referral form (see Figure 10.4 fora sample —_ information regarding the problem. 


Teacher Assistance Team Sample Referral Form 


REQUEST FOR ASSISTANCE—SOUTHSIDE ELEMENTARY SCHOOL 
Name of Student ; Age Grade 


Name of Parent 


Referred by: 


What would you like the student to be able to do that s/he cannot currently do? 


Describe what the student does well (assets). 


Describe what the student does not do well (deficits). 


Additional information that is relevant for the TAT to consider 
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problem. The team works with the teacher to clarify 
any aspects of the recommendation that are unclear and 
logistics regarding how the intervention may be used in ¢ 
the teacher’s classroom. cand 


2) The team meets with the teacher for about 30 min- 
utes. The first step in this meeting is to explicitly identify 
the problem the team will address. Keep in mind that 
several problems might be included on the referral form, 


oe ine peop. eet ary staid ane Nias (6) The team and the teacher discuss goals for determin- 
pe iene ee sees or uy ue oe pea ing the success of the intervention. This might include 
EO eee ne ae Waa tte ea ba specific reduction in out-of-seat behavior, handing in 


pone vue ian soos a ed amc homework 90% of the time, and so on. The team arranges 
agree that the problem is explicitly defined. mine (ora followeup meee. 


&) The team, including the referring teacher, brain- 
storms possible solutions to the problem. During this 
time, no comments are made regarding the recommenda- 
tions or possible solutions to the problem. A recorder lists 
a recommendation, and then the team moves on to addi- 
tional recommendations. Teams generate anywhere from 
10 to 50 recommendations for addressing most problems. 


@ During the follow-up meeting, the teacher pro- 
vides the TAT with feedback regarding how the rec- 
ommended intervention worked. If the intervention did 
not work, the team has three options regarding how 
to proceed. First, the teacher might seek additional 
clarification regarding the intervention that was used. 
This occurs if the teacher feels that she did not fully 
understand the intervention, and that additional clari- 
fication and support could improve the effectiveness 
of the intervention. Second, the teacher might select a 
recommendation from the list generated in the previ- 
ous meeting, then the team moves though steps 5 and 
6 above. Third, the team could begin at step 1 and gen- 
erate additional recommendations. 


@ The referring teacher selects several of the recommen- 
dations. The recommendations should fit into her class- 
room and approach to teaching. She may ask for further 
clarification regarding the recommendations, as necessary. 


5) The referring teacher selects a recommendation 
she will use in the classroom to address the student’s 


Applications and Examples 


Members of TATs may be appointed by the principal, be elected by teachers, or volunteer. ¢ 
No matter how they are selected, all teachers on the TAT should be well-respected members 
of the faculty who are trusted by other faculty. In most instances principals do not serve on 
teacher assistance teams because they are in a position to evaluate teachers and this may 
create parity issues. Another concern related to having a principal on a TAT relates to some 
teachers’ perspectives that a principal may view a referral to a TAT as a sign of weakness 
on the part of the teacher, and this may result in a reduction in the number of referrals to the 
team. To make sure teachers were comfortable referring to a TAT, one principal (who was not 
on the team) was vocal in support of teacher assistance teams and told teachers that referrals 
to the TAT would be viewed in a positive way for their yearly evaluations, indicating that they 
were trying to improve their teaching. This resulted in an increase in referrals to the TAT. 
Teacher assistance teams are designed to use the time of participants efficiently. For ex- 
ample, the referral form should be one page long and should include only information that is 
absolutely necessary for team decision making (see Figure 10.4 for a sample referral form), Fur- 
thermore, procedures for running the TAT meeting are designed to focus the group quickly on 
the problem and efficiently brainstorm and select possible interventions to address the prob- 
lem. For more information regarding this process, see Walther-Thomas and colleagues (2000). 













Keep in Mind 
Most student problems that are referred to a TAT relate to work habits, classroom behavior, 
interpersonal behavior, attentional problems, and reading difficulties. The recommended in- 
terventions are reported to succeed for almost 90% of all referrals. Some students for whom 
recommendations are not successful may be referred to special education (if they are not al- 
ready identified with a disability) to determine if they need more intensive interventions. It is ’ 
noteworthy that the TAT process often significantly reduces the number of referrals to special é 
education. Furthermore, when students are referred to special education after being referred 

to a TAT, they are most often identified with a disability, 


Collaboration and Teaming 181 | 


Key References 

Chalfant, J., @ Pysh, M. (1989). Teacher assistance teams: Five descriptive studies on 96 teams. Remedial 
and Special Education, 10(6), 49-58. 

Kovaleski, J., & Glew, M. (2006). Bringing instructional support teams to scale: Implications of the 
Pennsylvania experience. Remedial and Special Education, 27, 16-25. 

Lane, K., Pierson, M., Robertson, E., & Little, A. (2004). Teachers’ views of prereferral interventions: 
Perceptions of and recommendations for implementation support. Education and Treatment of Children, 
27(4), 420-439. 

Snell, M., @ Janney, R. (2005). Collaborative teaming (2nd ed.). Baltimore: Brookes. 

Walther-Thomas, C., Korinek, L., McLaughlin, V., & Williams, B. (2000). Collaboration for inclusive educa- 
tion. Boston: Allyn & Bacon. 


: 

a 

' hie | ee Pre h Pee > 
aQ Ke 





7 Oe The “a awe 
- 
nw j “alles ue 


my Af : cing: ae a ao @ ene 
‘ ; "1 cays eS 





™. 
yi es 7 2 
e 
‘ ] > ion £ 
—,# 
“ 
‘ 
1 
= 7 
* 
—_~ 
oa 
<a 
~~ 
ie 
i 
= 
| j tree 
j _ 
Pe 


Collaboration and Teaming 183 bee 


Strategy 10.4 


PLANNING FOR CO-TEACHING 





Rationale 


When used to support inclusion, the primary purpose of co-teaching is to make sure that in- 
struction for students with disabilities (and other students who struggle academically and/or 
socially) is adapted to meet individual student needs. Co-teaching thus provides students with 
more intense, differentiated instruction, which is built on the general education curriculum. 
Co-teaching has several strengths. When teachers share responsibility for teaching a 
diverse group of students in one classroom, they can combine their expertise to meet the 
needs of all students. For students with disabilities, in particular, co-teaching provides ac- 
cess to the general education curriculum, reduces the fragmentation of the curriculum that 
results when students are pulled out of general education classrooms for instruction, and 
often results in improved student outcomes. Teachers also report that co-teaching provides 
a professional support system and leads to less feeling of professional isolation, especially 


for special education teachers. 


Step-by-Step 

During the first year of co-teaching, it is advisable to only 
develop one or two partnerships. Sufficient time to plan 
for the co-teaching partnerships should be available dur- 
ing the spring and summer before beginning to co-teach. 
Planning for co-teaching should address the following: 


@ Determine common goals for co-teaching that both 
teachers understand, agree to, and value. These goals 
facilitate buy-in from the co-teachers and ensure interde- 
pendence in addressing and meeting the goals. Given the 
emphasis in schools on accountability, a critical factor in 
determining goals should be data on student needs. This 
information can be used to make decisions about instruc- 
tional time, grouping patterns, and instructional methods 
used in class. Furthermore, data should be used to moni- 
tor student progress and make decisions about change 
that occur in instructional delivery. For example, if 
co-teachers are engaged in station teaching, it may be 
necessary to change the size of groups or focus on differ- 
ent goals if some students are not making sufficient prog- 
ress. This allows co-teachers to provide students who 
struggle learning academic material with more intensive, 
direct instruction that will often accelerate learning. 


@ Discuss the strengths both teachers bring to the 
classroom, and how these strengths will be used to 
make co-teaching succeed. All teachers are better at 
some things than others, or prefer to engage in certain 
activities (e.g., large-group instruction, small-group in- 
struction, discussion). It is important to be candid about 
strengths and preferences in the classroom. Recent re- 
search has shown that collaborators are much more 
successful when they are knowledgeable about their 
strengths and weaknesses, and are candid with their 
collaborator about these issues (Bahrami et al., 2010). 


Communicating this information during planning 
for co-teaching allows teachers to share expertise and 
determine how this expertise can be best used to meet 
student needs and improve outcomes. 


& Define roles and responsibilities for both co-teachers. 
Teachers’ roles in co-taught classrooms should vary, de- 
pending on student needs, the content being taught, 
and teacher strengths/preferences. Furthermore, it is im- 
portant that teachers share all roles at times, to make 
sure that one teacher doesn’t always teach the students 
who are experiencing difficulty. It is also important that 
both teachers in a co-teaching partnership have pro- 
fessionally fulfilling roles and fully use their expertise. 
Many types of co-teaching may be used to address stu- 
dent needs. 

Figure 10.5 describes several approaches to co-teaching. 
When planning for co-teaching, teachers should deter- 
mine which approach to co-teaching will be used for a 
particular lesson, and the roles of both teachers should 
be clearly defined. This can become complex because it 
is typical that more than one type of co-teaching will be 
used during the school day. For example, with the cur- 
rent emphasis on tiered instructional approaches, many 
co-teachers use station teaching to provide small-group 
instruction for students who are struggling to learn 
academic material (Murawski @ Hughes, 2009). This 
approach is used for part of the school day, and teachers 
alternate groups to make sure that they share responsi- 
bility for teaching students who are struggling. At other 
times during the school day, teachers may use approaches 
such as parallel teaching, team teaching, or one teach 
and one assist, depending on the content being taught, 
student needs, and teacher preferences. 
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Team teaching: Both teachers share equal responsibility for instructing the whole group, 
and teach the group as equal partners. 

One teach, one support: One teacher teaches the content of the class, while the other 
teacher floats, responds to student questions, keeps students on task, addresses man- 
agement issues, and so forth. 

Complementary teaching: The class is divided based on student needs, and both 
teachers teach a group. This may include different content for the groups, review of mate- 
rial that a group of students has not mastered, intensive instruction for a small group of 
students, and so forth. 

Parallel teaching: This approach consists of splitting the class into two heterogeneous 
groups, and one teacher instructs each group using a collaboratively planned lesson. This 
is designed to reduce the class size or teacher—student ratio, and thus allows the teachers 
to provide more attention to each student and attend to individual student needs. 


One teach, one observe: Teachers rarely have the opportunity to observe a student 
closely during a lesson. Similarly, teachers seldom have the opportunity to observe 
another teacher during a lesson to learn from another professional. This approach allows 
these opportunities. It is important to note that this is an approach that should be used 
infrequently, and should strategically focus on particular opportunities that arise when 
intensive observation is beneficial. 


Station teaching: When this approach is used, stations or centers are set up in class that 
address different content, and students rotate through the stations. Teachers then have 
the responsibility for a station, and teach all students as they rotate through the station. In 
many classrooms, students are expected to work independently or cooperatively in one 
or more stations, or a paraeducator may have responsibility for a station. This approach is 
used increasingly in elementary and secondary classrooms, given the emphasis on tiered 


instructional approaches. 


ey Participate in professional development. Both co- 
teaching partners should participate in this professional 
development, which should address topics such as co- 
teaching, collaboration, communication skills, problem 
solving, and instructional strategies. This allows partner 
teachers the opportunity to develop the common skills 
they need to enhance the success of co-teaching. These 
types of activities are beneficial before co-teaching be- 
gins, as information is provided regarding the basics of 
co-teaching, and co-teaching partners are provided the 
opportunity to discuss this information with others and 
plan their approach (e.g., definition of roles) to co-teaching. 
Participating in professional development is also ben- 
eficial after beginning co-teaching, as issues invariably 
arise during implementation of this practice. This pro- 
fessional development should be tailored to the particu- 
lar needs you face as a co-teacher, and may include visits 
to other co-taught classrooms for observation, or having 
a teacher with expertise in co-teaching visit your class- 
room to provide feedback and coaching regarding areas 
of concern (McLeskey, 2011). 


5) Develop a master plan for instruction and a general 
format for daily lessons that is predictable but flexible. 
This can be achieved through initially collaborating to 
plan a unit of instruction, developing lesson plans that 
include accommodations for student needs, and deter- 
mining the type of co-teaching used for different parts of 
the unit. The approach used by many teachers includes 


planning curriculum and instruction based on the needs 
and expected outcomes for all students, most students, 
and a few students. Using this approach, co-teachers get 
to know their students well, and they also get to know the 
preferences of their co-teaching partner. This information 
is useful in determining the type of co-teaching that will be 
used for a particular lesson. As the school year progresses, 
it is important to be flexible in adapting the master plan 
and format for daily lessons, as the needs of students and 
preferences of teachers will continue to evolve. 


6) Develop a plan for classroom management. The 
plan should include how to address behavior issues pro- 
actively, rules for student behavior, consequences (both 
positive and negative), and who will handle delivery of 
consequences. This activity will allow co-teaching part- 
ners to begin to learn the preferences of their partner 
regarding student behavior, and preferences regard- 
ing how behavioral issues will be addressed. The plan 
for classroom management will also continue to evolve 
through the school year, as student behavior issues 
change over time. A co-teaching partner in the classroom 
offers many opportunities to address behavior issues as 
they arise, as well as opportunities to observe student 
behavior and better understand why behavior problems 
may arise and how they may be prevented. 


Gp Create a common planning time for co-teachers 
during the school year. During these “co-teach chats,” 
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co-teachers address student progress, instructional con- ¢ Discuss student needs based on the previous week's 
‘ tent, teachers’ roles, accountability, and so forth. Teachers instruction and available data. 
@ should also use this time to reflect on how co-teaching is ¢ Plan instructional content and related student ac- 
| working and make changes as needed. Teachers should commodations for the coming week. 
agree on how to efficiently use this planning time. For ¢ Plan teacher responsibilities for the coming week, to 
example, planning routines may be developed to include make sure that students receive support as needed. 
activities such as the following: ¢ Discuss how co-teaching is working, and problem 
* Celebrate the successes of co-teaching from the pre- solve regarding areas that need to be improved. 


vious week’s instruction. 


Applications and Examples 


Co-teaching is a dynamic process. You will need to continue to make decisions with your 
teaching partner regarding a variety of logistical issues over the first year of co-teaching and 
beyond. As you enter into a co-teaching relationship, continue to acquire skills to support 
co-teaching and learn about your partner teacher. This makes it important that you and your 
co-teacher agree that it is fine to ask questions about any issues or misunderstandings that arise. 
You will likely need to continue to work on sharing responsibility with another professional 
and communicating effectively regarding student issues, as well as the logistics of co-teaching. 

Another issue that you will continue to address is the roles that you and your teaching 
partner play as co-teachers. Student learning and related needs change over time, and you 
will find that student-grouping patterns and teacher responsibilities must also change. It is 
likely that as the year progresses, you will use the one-teach, one-assist model of co-teaching 
less often, and the station teaching, complementary teaching and team-teaching models 
more often to ensure that students receive the individual support that they need. 















Keep in Mind 
It is easy to fall into a pattern of often grouping low-achieving students together and assum- 
ing certain teaching roles that are traditional for general and special education teachers. For 
example, the general education teacher may always assume the role of content teacher for the 
large group, and the special education teacher always assumes the role of attending to the 
needs of low-achieving students. As we’ve noted previously, a critical aspect of effective inclu- 
sion programs is that differences become an ordinary part of the school day. Furthermore, 
varying the teaching roles allows teachers to learn and develop expertise from their partner 
teacher and to use their expertise with all students. If co-teaching is to work well, partner 
teachers must not revert to traditional teaching roles and grouping patterns. Rather, teach- 
ers should seamlessly share roles in the classroom, and students who are struggling should 
be grouped into small, homogeneous groups for only brief periods of intensive instruction. 
Otherwise, the grouping patterns for these students should be similar to that of their peers. 
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WORKING WITH PARAEDUCATORS 





Rationale 


The number of paraeducators working in schools has increased dramatically as inclusion has 
become more prevalent (Fisher @ Pleasants, 2011). Many of these paraeducators have been 
hired to provide support for students with disabilities who require more attention and support 
than the general education teacher can provide. Paraeducators work under the supervision of 
a certified teacher and provide support such as one-to-one or small-group instruction (e.g., 
tutoring or drill and practice) on material already taught by the teacher, support for students 
with highly specialized needs, grading and other paperwork, preparation of material for class 
lessons, and so forth. In short, paraeducators provide support for certified teachers in much 
the same way paralegals provide support to lawyers or paramedics provide medical support. 


Step-by-Step 

Paraeducators can provide invaluable assistance in an in- 
clusive classroom if their responsibilities are well defined 
and they are well prepared for the responsibilities. The 
supervising teacher is responsible for ensuring that this 
occurs. When a paraeducator is assigned, the teacher 
should follow several steps to ensure that she is well 
prepared. These steps include: 


Ly Welcome and acknowledge the paraeducator. This 
includes activities such as introducing the paraeducator to 
other professionals as part of the teaching team (and not as 
a helper for a specific student); providing a space for per- 
sonal belongings; putting the paraeducator’s name on the 
classroom door; and sharing routine responsibilities that 
communicate authority (e.g., taking roll, writing on the 
board) (Causton-Theoharis et al., 2007). These types of 
activities serve to welcome the paraeducator and commu- 
nicate that she is a valued part of the professional team. 


2) Orient the paraeducator to the school. This includes 
activities such as a thorough tour of the school; introduc- 
tions to important staff (e.g., office staff, librarian); a review 
of classroom procedures, policies, and rules; provision of 
information regarding location of supplies and technology; 
and access to IEPs and support in reading and interpreting 
these documents (Causton-Theoharis et al., 2007). 


&) Provide training related to assigned instructional 
activities. Although the school district may provide 
general professional development for paraeducators, the 
supervising teacher is in the best position to provide pro- 
fessional development on specific curricular materials 
and methods, and general procedures used in the inclu- 
sive classroom. This may include professional develop- 
ment related to the use of methods for tutoring, packaged 
programs for reading or math instruction, and so forth. 
As the year progresses, the supervising teacher moni- 
tors the skills of the paraeducator, provides individual 


professional development and support as needed, and 
discusses possible training opportunities offered by the 
district that meet specific needs related to the paraedu- 
cator’s responsibilities. 


@ Plan a schedule with the paraeducator. A critical 
task of the supervising teacher is to ensure appropriate 
use of a paraeducator’s particular skills in assigned du- 
ties. The supervising teacher and paraeducator should 
discuss these issues and develop a weekly schedule that 
includes who the paraeducator will support and what 
the paraeducator’s role will be. Addressing what the 
paraeducator’s role should not be may also be important. 
For example, paraeducators should not be fully respon- 
sible for any student and should not be responsible for 
planning programs or lessons, but rather should carry 
out plans developed by the supervising teacher. The 
teacher may develop these plans collaboratively with the 
paraeducator, but ultimately, plans are the responsibility 
of the supervising teacher. After developing a schedule, 
the supervising teacher and paraeducator should meet 
frequently to evaluate how the schedule is working, and 
make adjustments as necessary. 


(5) Communicate effectively with the paraeducator. 
Teachers need regularly scheduled meetings to facili- 
tate effective communication with paraeducators. These 
meetings may occur during common planning time or 
at other times during the school day, but they should al- 
low adequate, uninterrupted time to address important 
issues and concerns. For example, it is important to use 
the time of the paraeducator effectively, to develop ap- 
propriate roles and responsibilities, to address any train- 
ing needs, and to adjust the paraeducator’s schedule as 
necessary. In addition to regular meetings, communica- 
tion may be enhanced by the use of daily notebooks, 
e-mail, and checking in at the beginning and end of 
each day. Finally, it is important to be open to the ideas 
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and perspectives that the paraeducator provides and to * Model effective instructional strategies and ways to 

engage in active listening to ensure that these perspectives interact with students. . 3 

are clearly understood (Causton-Theoharis et al., 2007). * Problem solve as disagreements arise with the para- ¢ 
educator and other teachers. ; 

6) Supervise the paraeducator appropriately. The su- ¢ Make certain that the paraeducator understands 

pervising teacher is responsible for supervising the work school policies and ethical practices and adheres to 

of the paraeducator. Roles related to supervision include these policies and practices. 

the following (Friend & Cook, 2010): ¢ Support paraeducators by responding to any ques- 


tions they may have and providing support and pro- 
fessional development. 
* Publicly acknowledge the work of paraeducators. 


* Monitor how well paraeducators are performing 
assigned tasks. 

* Provide feedback, and point out strategies to improve 
performance. 


Applications and Examples 


A key to working effectively with paraeducators is to build a relationship that includes open 
communication and reflects respect and trust. Collaborating with paraeducators in deter- 
mining their role, needed training, weekly assignments, and so forth is an important step in 
ensuring that this occurs. Furthermore, the effective skills for collaboration that we discussed 
earlier in this chapter are important when working with paraeducators. 

Paraeducators were surveyed and asked what is essential for teachers to be good partners 
with paraeducators (Riggs, 2005). The results of this survey are summarized in Figure 10.6, 
and provide much insight into how you can work effectively with paraeducators. As we 
noted previously, key issues seem to be working collaboratively with paraeducators in an 
atmosphere of trust and respect, clearly defining the paraeducator’s role, and ensuring that 
she receives appropriate professional development to perform assigned tasks and meet 
students’ needs. 






Keep in Mind 
Paraeducators can serve in a variety of roles in an inclusive classroom. For example, they can 
be especially effective in providing tutoring for students using well-structured materials, or 
engaging students in teacher-developed skill-and-drill activities. Nonetheless, some teachers 
are hesitant to delegate responsibilities to paraeducators. Some of the reasons this occurs 
relate to concerns regarding the quality of the paraeducator’s work, the need for training if 
the paraeducator is to engage in certain tasks, the feeling that the teacher doesn’t want to 
be bossy, or the perspective that the teacher can do it faster herself (Friend & Cook, 2010). 
Teachers should work through these concerns and learn to delegate increasing levels of re- 
sponsibility to paraeducators. This ensures the efficient use of resources to meet student 
needs, empowers paraeducators, allows them to learn new skills, and helps to create a team 
committed to student success (Friend & Cook, 2010). 
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. Know and use the paraeducator’s name. Paraeducators are not “Kasey’s helper” or 
invisible! They are a valuable member of the professional staff, and should be recog- 
nized and treated as such. This is an important first step in building trust, respect, and 
good communication. 


. Be familiar with rules and policies in your district regarding paraeducators. It is 
important that the supervising teachers and others understand the ground rules re- 
garding paraeducators. A special education supervisor or school administrator should 
have this information readily available. 


. Work with the paraeducator as a valued team member. The working relationship 
that develops between a paraeducator and teacher should reflect professionalism, 
cooperation, and camaraderie. It logically follows that paraeducators should be rec- 
ognized as a valued member of the professional team. 


. Explicitly share your expectations. Paraeducators want to know what to do, as 
well as what not to do in the classroom. Teachers should explicitly share information 
regarding expectations regarding classroom management, student behavior, expecta- 
tions for certain students, and so forth. 


Define roles and responsibilities for paraeducators and teachers. Avoid disagree- 
ments and conflicts by explicitly defining the role of paraeducators in a job description 
and ensuring that their role is clearly differentiated from the role of the teacher. 


. The teacher should supervise and direct paraeducators. Paraeducators are often 
confused regarding who should provide them with direction in a co-taught, inclusive 
classroom. Teachers should be explicit regarding who provides direction and supervi- 
sion, and should be clear about what is expected and how to do it. 


. Ensure effective communication. Determining effective methods to provide formal 
and informal feedback to paraeducators regarding their work is a critical role for the 
supervising teacher. A time should be set aside for discussing how things are working, 
and improvements that may be needed. 


. Recognize that paraeducators have knowledge and expertise to share in the 
classroom. Paraeducators often gain extensive information regarding students as 
they perform tasks across a range of settings. Furthermore, paraeducators gain valu- 
able skills as they work with teachers and students over a number of years. Respect- 
ing and valuing the knowledge and skills paraeducators bring to their jobs helps to 
create a good working relationship, and can have a positive effect on student learning. 


. Take ownership of all students. Teachers should be classroom leaders for all stu- 
dents, and not put paraeducators in the position of taking responsibility for some 
students (e.g., a student with a disability). When a paraeducator works individually 
with a student for a long period of time, the teacher may not be familiar with the 
student and his needs. It is important to make sure that this does not occur, and the 
teacher knows and works with a// students in the classroom. 


. Respect paraeducators. If teachers model respect for paraeducators, students will 
likely model this same behavior. In addition, the job satisfaction and retention of para- 
educators are influenced by the extent to which they are valued and respected for the 
work that they perform. 








Source: Information adapted from C. Riggs (2005). To teachers: What paraeducators want you to know. Teaching Excep- 
tional Children, 36(5), 8-12. 
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Strategy 10.6 


WORKING WITH FAMILIES: 


HOME-SCHOOL COLLABORATION 





Rationale 


Home-school collaboration is defined as a teacher and parent or significant caregiver working 
collaboratively to develop interventions to address student needs. Interventions that have 
proven effective related to home-school collaboration include simple activities such as par- 
ent monitoring of homework or dispensing consequences based on a daily report card, to 
more extensive interventions that require parent training, such as parent tutoring in reading 
and math or improving a student's self-determination skills (Cox, 2005; Fabiano et al., 2009: 
Kochhar-Bryant, 2008; Patall, Cooper, @ Robinson, 2008). Research has shown that home- 
school interventions are more successful when school personnel collaborate with caregivers 
and treat them as equals (Cox, 2005). 

Family involvement and support are especially important for inclusive programs. More- 
over, caregivers for students with disabilities are in a unique position to become involved in 
their child’s education and to work as a partner with educators, given the high level of parent 
involvement that is required as part of IDEA (Correa et al., 2005; Whitbread et al., 2007). 
Unfortunately, many parents are not engaged in their child’s education. Some of this lack 
of engagement can be explained by a parent’s choice not to become involved, while other 
parents want to be involved but may have family responsibilities and stressors that make it 
very difficult to be involved (Kochhar-Bryant, 2008). Still other parents may not be involved 
because of cultural issues that impede clear, effective communication between school and 
home (Matuszny, Banda, & Coleman, 2007). 


) Step-by-Step 


An important responsibility you will have as a teacher in 
an inclusive classroom is to encourage home-school col- 
laboration and other forms of parent involvement in their 
children’s education. The following steps will help ensure 
that parents have an opportunity to participate and serve 
as a resource to improve their children’s education. 


ap Get to know parents as individuals, build trust, and 
open lines of communication. Some parents may immedi- 
ately want to become involved in their child’s education, 
but for others, you will need to get to know the parent be- 
fore you can develop home-school collaborative interven- 
tions. It is important to engage parents in informal settings 
early in the school year to begin this process. For example, 
the school might sponsor a kick-off-the-year event that 
allows teachers and parents to meet in an atmosphere that 
is informal, comfortable, and stress free (Matuszny et al., 
2007). Talking with parents before and after school about 
topics unrelated to their child is also helpful. 

After initially getting to know the parents, you should 
engage in activities such as inviting parents into the class- 
room and providing information the parents will find 
useful to further build a positive relationship. Finally, 
you could give parents choices regarding alternatives for 
participating in school-related activities and ask them for 
input in decision making (Matuszny et al., 2007). 


GS Try to understand, respect, and take into account 
the parents’ perspective. Most families have some dif- 
ficulty adjusting to the needs of a child with a disability. 
For example, after determining that a child has a disabil- 
ity, some parents may deny that a disability exists and 
need time before they can accept the disability. Other 
parents may have stressors in their lives that are exacer- 
bated by having to address the child’s disability in home 
and in school. Understanding the parents’ perspectives 
by talking with them and/or visiting in the home will 
lead to the conclusion that some parents do not have the 
time to participate in home-school collaboration, and 
others choose not to participate, often for very under- 
standable reasons. 


© Determine the types of involvement that will work 
for particular parents. A group of parents likely will 
be willing and prepared to engage in home-school col- 
laboration on an intervention that will improve student 
achievement and/or behavior. We advise beginning with 
a small group of parents who are interested in using a 
single intervention. This allows teachers the opportunity 
to “work out the bugs” with the intervention while work- 
ing with a group of parents who will provide feedback 
and aren't likely to be discouraged if some aspects of the 
intervention need to be adjusted. 
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« Design, implement, and evaluate the intervention col- 
laboratively with parents. The intervention should be well 
structured and easily understood by participating parents, 
and resources should be available to support the interven- 
tion, as needed. Information on possible interventions 
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More information 
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related to homework, student behavior, tutoring, self-de- 
termination, and so forth is widely available. Other teach- 
ers in your school and special education consultants are 
likely to be good sources of information on these types of 
interventions that have proven to be effective. 


=~» Applications and Examples 


When engaging parents in home-school collaboration, or otherwise encouraging par- 
ent involvement in school activities, an important consideration is the parents’ cultural 


students and fami- 
lies from culturally 


and linguistically 


diverse backgrounds 


is included in 
Chapter 13. 





—_ 


background(s). To ensure that teachers understand, respect, and take into account parents’ 
cultural background(s), we recommend the following activities (Correa et al., 2005; Harry, 
Kalyanpur, & Day, 1999): 


Identify cultural values that are embedded in the teacher's interpretation of a student’ 
difficulties or in recommendations for services. 

Explore whether the family understands and values how teachers interpret the student’ 
difficulties, and, if not, have the family share how their values differ from those of the 
teacher. 

Respect any differences that exist regarding the student that are embedded in the cultural 
background of the family. 

Determine ways to adapt the teacher's recommendations or interpretations to the value 
system of the family. 


For guidelines regarding how teachers can encourage involvement of parents from cul- 


turally diverse backgrounds, see Figure 10.7. 
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Empower families with knowledge and skills to: 


e Adapt and cope with the school system, which will likely be very different than their 
previous experience. 


¢ Work with their children and reinforce educational programs at home in ways that are 
natural and functional. 


. Provide the family with assistance in moving from their native culture to the 


mainstream culture, recognizing that cultures vary significantly within such groups. 
This requires that the teacher learn about the family’s cultural experiences, including 
their expectations regarding schools, interaction patterns with teachers, and desire for 
involvement in school. 


. Work as a culture broker and support the family in contacts with the school. This may 


involve serving as an advocate or mediator for students from certain ethnic backgrounds, 
and/or linking with community leaders to enhance home-school collaboration. 


. When communicating with families, determine the preferred means of commu- 


nication that will remove barriers related to cultural, language, and communication 
differences, and enhance communication between school and home. 


. Collect information regarding the family related to: 


¢ Experiences in their native country 

¢ The roles of extended family members and siblings 

¢ The amount of available community support 

¢ Religious, spiritual, and cultural beliefs 

¢ Parenting practices related to discipline, independence, and so forth 


Provide the family with information in written and/or oral forms that enables fam- 
ily members to understand exactly what is being conveyed. Ensure that linguistic and 
cultural barriers do not impede this communication. 





Source: Adapted from V. Correa, H. Jones, C. Thomas, & C. Morsink (2005). Interactive teaming: Enhancing programs for 
students with special needs (4th ed.). Upper Saddle River, NJ: Merrill/Pearson Education. 
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Keep in Mind 
Home-school collaboration is especially important for teachers in inclusive settings, but it 
is only one type of interaction teachers have with parents. Teachers often will be involved in 
providing information to parents regarding their child’s academic and social development, 
legal issues that influence the child’s special education program, and so forth. Teachers may 
also be involved in reporting and interpreting evaluation and test results for parents; encour- 
aging and preparing parents to work as volunteers in school activities (e.g., working in an 
after-school tutoring program or participating in a school decision-making group); and/or 
providing training to build parenting skills (e.g., communicating with children, discipline). 
Of course, all of these activities are important and should be done while keeping in mind 
the step-by-step guidelines for effectively working with parents, and information related to 
working with parents from different cultural backgrounds. 
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Strategy 10.7 


Rationale 


Collaboration and Teaming 195 | 


PEER BUDDY PROGRAMS 





As students enter adolescence, they spend more time with peers, increasing the influence of 
these interactions on their development (Carter & Hughes, 2005). Adolescents with moderate- 
to-severe disabilities benefit from peer interactions, just as other students do, while they make 
friends, learn social skills, and experience an enhanced quality of life. Unfortunately, even 
when students with moderate-to-severe disabilities are included in general education classes 
and participate in daily activities in a school (e.g., lunch), they often remain substantially 
isolated socially from their peers without disabilities. Thus, students with moderate-to-severe 
disabilities need teachers to intervene and facilitate social interactions with peers (Carter & 


Hughes, 2005). 


Many middle and high schools across the United States have implemented peer buddy 
programs, which have proven effective in increasing social interactions between students 
with disabilities and their peers. These programs offer students the opportunity to earn 
course credit and participate in service learning, as they interact with students with dis- 


abilities in school, leisure, and/or work settings. 


Step-by-Step 

Peer buddy programs are a strategy for promoting in- 
clusion and “ensuring a positive experience both for the 
students with severe disabilities and their general educa- 
tion peer buddies” (Hughes, Guth, Hall, Presley, Dye, & 
Byers, 1999, p. 32). These programs may also be effective 
for students with mild-to-moderate disabilities. Hughes 
and colleagues (Hughes & Carter, 2006; Hughes et al., 
1999) suggest the following steps in developing a peer 
buddy program in a middle or high school. 


a Develop a course that offers students course credit 
and an opportunity to fulfill service-learning require- 
ments for participating in the peer buddy program. This 
course provides time for peer buddies to spend at least 
one class period per day with their partners. The content 
of the course offers participants the opportunity to learn 
about persons with disabilities and gain knowledge and 
skills necessary for successfully interacting with and sup- 
porting their peer buddies. 


oe Recruit peer buddies to participate in the program. 
This involves promoting the program to teachers, ad- 
ministrators, school staff; and students. Students may 
be recruited in inclusive classrooms that include a stu- 
dent who would benefit from a peer buddy, or in classes 
where disability-related issues are being discussed (e.g., 
health, civics, literature). After the program is in place, 
peer buddies can provide support in recruitment. 


& Screen students who apply to be peer buddies. 
Screening criteria may include good attendance (al- 
ways a key criterion), an adequate grade-point average, 
recommendations of teachers, written applications, and 


interviews. Peer buddies should be willing to take the 
initiative and require minimal supervision, should be 
open-minded and tolerant regarding individual differ- 
ences, and they should demonstrate personal qualities 
such as caring, flexibility, responsibility, and so forth. 
Keep in mind that peer buddies may not be the highest- 
achieving students, and students with disabilities may 
be peer buddies. 


ee Match students with peer buddies. Students should 
be tentatively matched by a teacher or counselor based 
on common interests, student preferences, and so forth. 
Students should then have the opportunity to interact, 
observe in classes, and clarify the role of the peer buddy 
to determine if the match is a good one. Students, teach- 
ers, and/or counselors should participate in making the 
final matches for peer buddies. 


«3 Develop expectations, and communicate those ex- 
pectations to peer buddies. Teachers should communicate 
expectations to peer buddies through an orientation ses- 
sion. Peer buddies from previous years may assist with 
this session. Expectations should address attendance, 
role and responsibilities of the peer buddy, and other 
program procedures and expectations. 


© Prepare peer buddies to ensure success. Training 
sessions should address topics such as student informa- 
tion (regarding each student’s peer buddy) and confi- 
dentiality, disability awareness, instructional strategies, 
interaction and communication strategies, suggestions for 
activities, addressing challenging behaviors, and handling 
emergencies. 


MBM 196 Parti 





Chapter 10 


Applications and Examples 

On the entrance to West Hernando Middle School is a quote from Booker T. Washington: “If 
you want to lift yourself up, lift wp someone else.” The school lives this quote in many ways, 
including its peer buddy (or Peer Support) program. This was illustrated earlier in this chap- 
ter as two students from West Hernando, Emma and Susan, described the benefits of their 
Peer Support program. West Hernando has 114 peer buddies, making its peer buddy course 
the second-most popular elective in the school. Students who serve as peer buddies include 
those with and without disabilities. Maureen Finelli, a teacher who directs the Peer Support 
program at West Hernando reports that these students supply teachers in inclusive classrooms 
with invaluable assistance, as they provide support during academic activities and build natu- 
ral social relationships with students with disabilities. 

Benefits of peer buddy programs are included in Figure 10.8. It is noteworthy that these 
benefits accrue not only for the student with a disability but also for the peer buddy, teach- 
ers, and administrators. However, the most important benefits of peer buddy programs are 
for students with disabilities. As Lisa Hallal, a teacher at West Hernando, noted, “We have 


| Benefits Associated with Peer Buddy Programs 


For students who do not have disabilities 

e Friendships develop with students with disabilities. 

e Knowledge regarding disabilities increases. 

e Advocacy skills are improved. 
Interpersonal skills are enhanced. 
Expectations for peers with disabilities are increased. 
Learn from students with disabilities in areas where they are positive role models. 
Explore careers in human services. 
Experience a sense of accomplishment and personal growth. 


For students with disabilities 
e Develop friendships. 
e Engage in more social interactions with peers. 
¢ Acquire new academic, social, and life skills. 
Learn from age-appropriate peers in areas where they are positive role models. 
Receive natural, effective peer support in inclusive settings. 
Increase their independence and self-confidence. 


For teachers 


¢ Gain assistance to support students with disabilities in learning academic and social 
skills. 


¢ Provide all students with more opportunities to socialize. 
e Increase diversity in the classroom. 
¢ Experience professional growth and personal satisfaction. 


For administrators 
¢ School climate and sense of school community are improved. 
¢ Gain assistance in supporting students with disabilities in all school settings. 


¢ Support efforts to improve inclusion and align school practices with school reform 
efforts and legislation related to inclusion 


For parents 
e Their children are more enthusiastic about school. 
¢ Their children have opportunities for new friendships and increased social activities. 
¢ Their children experience academic and social growth. 





Source: Adapted from C. Hughes & E. Carter (2008). Peer buddy programs for successful secondary level inclusion. 
Baltimore: Brookes. ] ; 
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seen so many benefits. Like Albert, who now goes to the lunchroom. He never went to the 
lunchroom before. Now he goes with his peers, not his peer buddy. He gets to do what 
f everybody else is doing. That’s the beauty of it.” 


















Keep in Mind 
Peer buddy programs have many benefits, but to realize these benefits, the program must be 


carefully planned and consistently supported. Students who have participated in these pro- 
grams recommend the following to ensure success (Copeland et al., 2004): 


¢ Offer activities for all students that increase awareness of students with disabilities. 

e Ensure that peer buddies receive information about their partner, as well as training 
regarding how to provide effective support. 

¢ Encourage friendships between students with disabilities and their peers, to increase 
participation in academic and social activities. 

¢ Provide structures that support the peer buddy program. Sources of structure that are 
beneficial include a daily schedule of suggested activities, a peer buddy manual that 
includes information about disabilities, regular conversations with a supervising teacher 

regarding the peer buddy experience, and writing in a reflective journal. 
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After reading this chapter you will: 






Know about four formal plans required 
for students who are at risk or who 
have disabilities, and know the general 
educator's role in their development. 


Be able to plan for differentiated 
instruction in a classroom with 
diverse learners, monitor student 
progress, use an adaptive grading 
system, and plan a classroom’s 
physical layout to facilitate inclusion. 


Possess 9 detailed effective strategies 
to help you when planning to meet 
the needs of all the students in your 
classroom. 
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A VIEW FROM FACULTY AND ADMINISTRATORS 


Planning for Inclusion at Gilpin Manor Elementary School 


If students are to be taught well in inclusive classrooms, it won't just happen magically. You 
should understand that by including students with special needs, you create a much more diverse 
population in terms of educational needs, which means it is not possible to plan for a homoge- 
neous group. To meet the needs of all students, effective planning is essential. 

Creating plans is an important part of teaching at schools like Gilpin Manor Elementary 
School, where inclusion is commonplace. You will find students with IEPs, some with 504 Plans, 
and others with “Student Success Plans.” Kim Miller, the interventionist for grades 3 and 4 at 
Gilpin Manor, explained the difference between some of the plans. “An SSP is a Student Success 
Plan. It means that [a child is] having behavioral difficulties, academic difficulties, (or) a combi- 
nation, but [the child doesn’t] have a formal diagnosis... so... it's a plan just to try different 
interventions to see what works with this child.” On the other hand, Kim added, “504 just means 
maybe [the child has] ADHD, a formal diagnosis, [or the child is] on medication—[he] could have 
a couple of accommodations and things.” And of course, the IEP is the plan for students eligible 
for special education services. 

In addition to these formal plans, the administration and faculty at Gilpin Manor realize 
how important it is to plan regularly for instruction to meet the individual needs of their stu- 
dents. Susan Huff, who teaches students in the fifth grade, acknowledges that good planning 
is essential. To be a good teacher, she said, it takes “content knowledge—being able to know 
what you're teaching then being able to adapt to meet the needs—and differentiate to meet al/ of 
the needs in the classroom. That means getting to know the individual child and understanding 
[her], understanding [her] disability and [her] capabilities. Not just ‘Oh, that’s a kid with ADHD.’” 
Jenni Hammer, the principal at Gilpin Manor Elementary School, reinforced this idea, saying, “Our 
county has a really big push over the next three years to really get deep with differentiated instruc- 
tion.” She added that they wanted to learn more about “what differentiation is all about . . . what 
are the philosophies behind it, what are the fundamentals, what are some of the strategies of 
differentiation and how do they work and then how do you manage a differentiated classroom?” 

Although finding time for planning Is critical, it’s not always easy. Principal Jenni Hammer 
explained, “It can certainly be a struggle to find the time to have that collaboration. That’s one 
of our strategies in our school improvement plan: collaboration. And to get as much time as 
| can—that's the challenge.” But it’s a challenge that Gilpin Manor tries in earnest to meet. 
Melissa Pratt, the pre-K interventionist, said, “| love my classroom this year because it’s very 





WAM 200 PART III 


MyEducationLab 


Visit the MyEducationLab 
for Inclusion to enhance 
your understanding of 
chapter concepts with 

a personalized Study 
Plan. You'll also have the 
opportunity to hone your 
teaching skills through 
video and case-based 
Assignments and Activi- 
ties, Building Teaching 
Skills and Disposition 
lessons, and IRIS Case 
Studies. 








Pause & Reflect 


Some teachers and other educational professionals think 
that schools impose too many “formal” plans that require 

too many meetings and too much paperwork. What is your 
thought on this issue? After learning a little more about the 
plans, decide if you think some can be eliminated. 


Chapter 11 
much collaborative. .. . In this classroom we're very much a team. We go back and forth—we're 
constantly, you know, modifying, differentiating things together. .. . Everybody's on the team in 


the classroom now, even the paraeducators, we're all a team, we all have a voice.” Malee Taylor, 
the SLP on the pre-K team, added, “Good communication, rapport with your teachers, rapport 
with students, time to collaborate, that’s the big thing. Here. . . we all share the same lunch and 
the same planning time.” Without working together in this way, there could not be effective plan- 
ning, and so there could not be effective inclusion. 





Introduction 


If you are looking for effective ways to achieve important goals, planning is an absolute ne- 
cessity. That is why, as the faculty members at Gilpin Manor explained in their interview, 
planning is critical if students with disabilities and special needs are to achieve success in 
inclusive academic settings. These students cannot be expected to achieve sufficiently unless 
their teachers make plans for it to happen. 

Besides direct engagement in teaching and learning activities, teachers’ most persistent 
responsibility is instructional planning. You are probably aware of your state’s or school dis- 
trict’s general curriculum or standard course of study (SCOS) and the grade-level curricular 
benchmarks that they include. Many of these are online, such as Florida’s Sunshine State 
Standards (http://www.fldoe.org/bii/curriculum/sss/) and North Carolina’s Standard Course 
of Study (http://www.ncpublicschools.org/curriculum/). Standards such as these provide 
the basis of what students are expected to learn. Planning 
allows teachers to use their knowledge, experience, and 
creativity to design effective instruction that will lead to the 
desired learning outcomes included in the standards. Most 
students with disabilities or special needs are expected to 
acquire the same knowledge reflected in the SCOS as stu- 
dents without disabilities, but, in addition, these students 
may also need to achieve other learning objectives. 

Teachers may participate with other teachers and ad- 
ministrators in developing four types of formal plans. These 


plans will be for students who have learning difficulties, or who exhibit challenging behavior, 
or who have other special needs. They include response-to-intervention (RTI) plans, individual- 
ized educational program (IEP) plans, Section 504 Plans, and behavior intervention plans (BIPs). In 
addition to these plans, teachers must create 
plans to provide differentiated instruction that 
can effectively meet the needs of all the stu- 
dents in their class, including those students 
with special educational needs. In this chap- 
ter we first explain the rationale and contents 
of the formal plans, then we address how to 
develop differentiated instructional plans that 
will meet the variety of aptitudes and abilities 
you are likely to find in your classroom. 


Response-to-Intervention 
Plans 


Today, planning for a student with special 
Fam =o needs is likely to begin before the student 
a : rade is referred for special education services. 
Plans and planning constitute an important part of a teacher's responsibilities. Because many educators believe that every 
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effort must be made to offer effective instruction in the general education classroom before 
a student falls too far behind, and thus prevent the need for special services, many school 
districts today use a response-to-intervention (RTI) model. (Some state and local education 
agencies use the term response to instruction.) 

School districts use RTI primarily for two reasons. The first is to determine if a struggling 
student might be able to improve performance if a teacher provides more concentrated instruc- 
tion. As stated above, using RTI means that schools do not have to wait until the student fails, 
but can try to prevent failure by increasing the intensity or directness of instruction. So, the RTI 
model allows the school to plan more structured interventions with students even though stu- 
dents have yet to be identified as being eligible for special education (Stuart & Rinaldi, 2009). 

A second purpose of RTI is as an alternative means of determining whether a student 
really needs special education instead of, or in addition to, formal testing. Educators reason 
that if a student receives increasingly intensive instruction on key areas of weakness and still 
does not make adequate progress (i.e., does not respond to the instruction), then the student 
probably needs special education services (D. Fuchs & Fuchs, 2006; Hilton, 2007). 

Response-to-intervention models usually consist of three “instructional tiers,” with 
each tier requiring more intensive instruction and usually involving more expertise. Often, 
Tier 1 is considered to be what all students receive. It is presumed to be evidenced-based 
teaching that should be effective for the majority of students. If, through low performance 
or screening, it is determined that a student is not succeeding at Tier 1, then one or more 
Tier 2 interventions may be implemented. At Tier 2, the teacher may meet with the teacher 
assistance team (TAT; sometimes called a student support team [SST]) to discuss a more 
intense form of intervention, and this becomes the second tier of intervention, which is pro- 
vided in addition to Tier 1. The team generally includes a special education teacher, a school 
guidance counselor, a school psychologist, and perhaps other specialists. The team designs 
a plan for the student or recommends an existing protocol (a strategy, material, and teaching 
process) for the general education teacher to implement. If, after a sufficient period of time, 
the second tier of RTI is not effective, then a decision may be made to refer the student for 
special education services, which is considered Tier 3. This is usually considered the final or 
uppermost tier in the RTI model. 

The RTI model lends itself well to the type of cooperative planning that occurs in 
schools like Gilpin Manor, where teachers work together on grade-level teams. In a collab- 
orative planning framework designed by Stuart and Rinaldi (2009), three key components 
were suggested: planning, execution, and feedback. During the planning phase, grade-level 
teams identify students for different tiers based on screening. This also allows them to iden- 
tify the specific instructional needs of students and the evidence-based interventions to be 
used with students. Next, during the execution stage, teachers collect baseline data for stu- 
dents in Tiers 2 and 3 and implement differentiated instruction to improve students’ weak 
academic skills. When the interventions are implemented, performance data are collected 
so that learning can be evaluated. Finally, in the feedback stage, teachers make instructional 
decisions based on students’ performance data. 

The response-to-intervention model has tremendous implications for general educa- 
tors because they are the primary instructional agents delivering RTI instruction and must 
monitor student progress at Tier 1 and Tier 2. As noted, the general educator is supported 
by members of the school’s TAT or SST, who will help in identifying the form of instruction 
and the instructional targets for monitoring. However, the general educator is expected to 
work directly with the student under the RTI model. 


Individualized Education Programs 

In many cases, one can expect that the RTI approach will result in students learning 
adequately at Tier 1 or Tier 2, without being identified as a student with a disability. However, 
if this is not the case, and the student is found to be eligible for special education services, 
an IEP planning team must create an IEP. 
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The laws did not always require classroom teachers to be 
a part of the IEP team; this requirement was added in a 
later revision of IDEA because of inclusion. You also saw 
that teachers were key to the RT! model. With so much 
involvement by general education teachers with students 
who have special needs, how do you think this should af- 
fect the role of the special educator? 


Pause & Reflect 


Chapter 11 


An individualized education program is a document that lists the educational goals for 


students with special needs, the special education and related services the student is to re- 
ceive, the educational placement of the student, and other important information. As noted, 
the IEP team develops and approves the IEP. The team includes professionals, the student's 
parents, and, whenever possible, the student for whom the IEP is being written. According 
to IDEA 2004, an IEP must include the following parts: 


1. A statement of the student’s present level of educational achievement and func- 


tional performance. The IEP must contain information about the student’s educational 
skills and how they affect her ability to make progress in the general curriculum. 


_ A statement of measurable annual goals and, for students evaluated through alter- 


nate assessments, benchmarks, or short-term objectives. These goals must be related 
to meeting the student’s needs that result from the disability. The goals should enable the 
student to be involved and progress in the general curriculum or, for a preschool child, 
to participate in appropriate activities. The goals must also address each of the student’s 
other educational needs related to his disability. 


._ A statement of the special education and related services and supplementary aids 


and services that teachers will provide to the student. This part of the IEP must also 
include a statement of the program modifications or supports that educators will provide 
to the child. The related services and aids should allow the student to advance appropri- 
ately toward attaining annual goals, participate and progress in the general curriculum, 
and participate in extracurricular and other nonacademic activities with children with 
and without special needs. The services provided must be based on “peer-reviewed re- 
search to the extent practicable” (IDEA 2004, Sec. 614[d][1][a]). 


. An explanation of the extent, if any, to which the student will not participate with 


students who are not disabled in the general education classroom and in other school 
activities. The assumption implicit in IDEA 2004 is that a 
student with a disability will be included in the general edu- 
cation classroom, participate in the general curriculum, and 
in other ways be involved in school activities. If this is not 
to occur, educators must include an explanation on the IEP. 








5. A statement about the student’s participation 
in state- or district-wide assessments of student 
achievement. This statement must include any indi- 
vidualized modifications in the administration of state- 
or district-wide assessments that the student needs in 

order to participate in the assessment. If the 

IEP team determines that the student will not 

participate in a particular state- or district- 

wide assessment, the IEP must state why that 
assessment is not appropriate for the student 
and how the student will be assessed. 







6. The projected dates for beginning ser- 
vices and modifications. These dates 
refer to services described in item 3 and 
their anticipated frequency, location, and 
duration. 

/, A statement of how educators will mea- 
sure the student’s progress toward the 
annual goals described in item 2 and 
how the student’s parents will be regu- 
larly informed. Parents of students with 





Classroom teachers as well as special education teachers often must participate special needs must be informed of their 


in IEP planning. 


children’s progress at least as often as other 
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parents are informed of their children’s progress. The progress reports must tell parents 
about their child’s progress toward his annual goals and the extent to which that progress is 
sufficient to enable the student to achieve the goals by the end of the year. 


Section 504 Plans 


Most schools and school districts have formal Section 504 Plans for students who, under 
Section 504 of the Rehabilitation Act or under the Americans with Disabilities Act (ADA) 
and the ADA Amendments (ADAA) Act of 2008, are considered to be persons with a dis- 
ability but who under IDEA do not qualify for special education services (Madaus & Shaw, 
2008). Students who qualify for services under Section 504 will have plans that specify any 
accommodations or adaptations that they need in order to participate in school activities. 
The Section 504 Plan ensures that schools respect the civil rights of students with disabili- 
ties who are entitled to accommodations so they can participate in school. Under Section 
504, individuals with special needs, who are otherwise qualified, cannot be excluded from 
activities or services that are available to all others. 

Because public schools receive federal funds, they must comply with Section 504. How- 
ever, because a disability is more broadly defined under the Rehabilitation Act and ADAA 
than under IDEA legislation, many students in public schools who are not in special edu- 
cation may still be considered to have a “mental or physical disability” that “substantially 
limits a major life activity” and thus require a 504 Plan (Zirkel, 2009). 

A 504 Plan requires first that a mental or physical disability be identified, and then 
the major life activity that it affects. Under the 2008 amendments, major life activities may 
include seeing, hearing, walking, learning, performing manual tasks, breathing, reading, 
thinking, concentrating, sleeping, bowel functions, bladder functions, digestive functions, 
eating, or a condition of equal scope and importance. A school-based 504 team must de- 
termine if the condition “substantially” limits one or more of these life activities and, if so, 
develop a 504 Plan. For example, a student who has asthma may not need special education 
services because his school performance may be adequate. However, he may still qualify for 
supports and services under Section 504. 

If a student with a disability has been deemed eligible for special education under IDEA, 
and therefore has an IEP, the IEP will meet the requirement for an intervention plan under 
both IDEA and Section 504, and so a separate 504 Plan is not required. However, if the stu- 
dent is not in special education but is eligible for services under Section 504, then a 504 Plan 
is required. Therefore, Section 504 of the Rehabilitation Act covers all students with special 
needs, including those receiving services under IDEA and those who qualify according to the 
Rehabilitation Act (U.S. Department of Education, Office for Civil Rights, n.d.). 

General education teachers often have students with 504 Plans in their classrooms or 
may have students who should have a 504 Plan. This teacher usually is a part of the IEP 
planning team, especially if the student receives instruction in the general education class- 
room. Strategy 11.1 provides some suggestions for being an effective member of the IEP 
planning team. Strategy 11.2 outlines procedures that schools usually follow when develop- 
ing a 504 Plan, and Figure 11.1 displays a sample 504 referral form. 


Behavior Intervention Plans 

A small number of students exhibit challenging behavior to such an extent that school 
personnel must develop a formal plan to improve the student's behavior. This plan, called 
a behavior intervention plan (BIP), is required by law for students with disabilities if the 
challenging behavior threatens to lead to a more restrictive placement. For example, if a stu- 
dent in a general education classroom exhibits behavior that might require the student to be 
placed in a separate classroom or school, then educators must write a BIP. Most districts also 
develop BIPs for any student who regularly engages in inappropriate behavior. The general 
education classroom teacher is expected to provide information to help develop the plan 
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Sample Section 504 Referral Form 
Student Information 
Date of birth: 





Grade 


Address: level 








Phone: School: 





Parent Information 








Reason for Referral 


Identified disability (if any): 





Treating Physician 


Other persons who may have information that can be used in determining 504 eligibility 
(e.g., psychologist or counselor) 





Address: Address: 
Phone: Phone: 


Name: 
Address: 
Phone: 





Permission to contact and receive records from the persons listed above should be requested 
of the student’s parent/guardian. 








Principal/Date Referring Party/Date 











&) 


Formal Plans and Planning for Differentiated Instruction 205 i 


and also is asked to implement the plan as carefully as possible in order to help the student 
improve the behavior (Crone, Hawken, & Bergstrom, 2007). 

; The lead person who develops the BIP is usually a school psychologist or behavior 
specialist who has training in the area of applied behavior analysis (ABA) and positive 
behavior supports. This person completes a functional behavior assessment (FBA) by 
interviewing the teacher and directly observing the student. Based on this assessment, 
the behavior specialist develops a BIP and reviews it with the teacher to determine if 
the teacher understands the intervention process and feels able to implement it in the 
classroom. 


Planning for Differentiated Instruction 


Although it is important for you to understand and be able to participate in developing and 
implementing the formal plans we have just described, the most challenging form of plan- 
ning a classroom teacher will face will be preparing for instruction in the classroom. As you 
think about planning for classroom instruction, think about how you would plan for an 
important event. For example, suppose you wanted to throw a party to celebrate graduation. 
Most likely, you would think about the following: 


¢ Who will come to the party? Should I invite all my friends or keep it small? 

¢ When will the party be? What time will the party start and when should it end? If I'm 
serving food, when should I do that? 

¢ What kind of supplies will I need? How about food and drinks? 

¢ What kind of music will people like? Should I have the TV on? Should I have a DVD on? 

¢ How should I arrange the furniture, and will I need to borrow some additional tables and 
chairs? 

¢ Should I try to plan some party games or just let everybody hang out? 


; Now consider planning for instruction in your classroom, where you are likely to have 
students with a diverse range of abilities and skills, including some with disabilities or 
special needs. Here are some questions you will need to answer: 


¢ How big is my class, how many students have disabilities or special needs, and how 
might their personal conditions affect their participation and learning? 

¢ Will the students with disabilities be in my class all day or part of the day? How will I fill 
the time with meaningful learning activities for them? 

¢ Do I have all the materials and supplies that I will need to provide instruction and meet 
students’ learning needs? If not, what else will I need? How will I obtain the materials I 
need? 

¢ What types of instruction and learning activities should I plan? Will students be able 
to participate and learn like my other students, will they understand my directions and 
explanations, or do I need to offer some special form of instruction? 

¢ Should I rearrange my furniture and other classroom fixtures in order to better accom- 
modate them? Are different classroom arrangements necessary? 


The planning processes we discuss in this section will help you address these issues and 
help you offer differentiated instruction to your students. Differentiated instruction is based 
on the premise that, within a given group of students, the range of individual strengths, 
abilities, and needs will preclude a “one size fits all” approach to instruction. Instead, differ- 
entiated instruction calls for teachers to offer students different ways to take in information, 
to process the information so that it makes sense to them, and to demonstrate what they 
have learned (Tomlinson, 2005). Strategy 11.3 provides a step-by-step process for planning 
for differentiated instruction. 
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Getting to Know Your Students 
and Their Strengths 


In earlier chapters, we discussed various categories of students with disabilities so that you 
might develop an overview of their conditions. However, getting to know your individual 
students, including those with special needs, will allow you to develop a much more per- 
sonalized understanding of their strengths and needs, an understanding that will exceed 
categories and labels. Although the depth of knowledge that teachers can develop for each 
student may vary, ultimately, the more you learn about your students, the better you will 
be able to teach them. By reviewing students’ records, including the formal plans discussed 
previously, talking to the students, and meeting with their other teachers, you will be able 
to learn important information about each student. 

As you learn about your students, try not to focus only on their limitations or special 
needs but also on their strengths. This will help you develop a positive relationship with the 
student and thus become a more effective teacher. Tomlinson and Jarvis (2006) suggested 
five principles for teaching to student strengths: 


Principle 1: Teachers who see the strengths in students teach positively. Many students 
with disabilities and special needs have strengths that are not recognized because 
their strengths are not in the traditional academic areas. Seeing students’ strengths al- 
lows teachers to create instructional strategies that play to those strengths, like using 
a student’s skill in art to prompt literacy learning. Also, when teachers see a student's 
strengths, they hold that student in higher regard and have higher expectations, and 
often that student will achieve more academically. 

Principle 2: Teaching to student strengths helps students see themselves positively. 
Students who are challenged by certain academic tasks can easily come to the conclu- 
sion that they are simply not able to be successful in particular areas. If success can be 
achieved by teaching to student strengths, the student may come to realize that her 
potential is greater than what she thought. 

Principle 3: Teaching to student strengths helps students see strengths in one another. 
When some students have weaknesses, others will sometimes tease, ridicule, or even 
exclude them from the academic and social structure of the classroom. This can 
make a student who is struggling feel even less able. If teachers can find a student’s 
strength and help the rest of the class learn about it, the student who needs support 
may find useful encouragement and acceptance from classmates. 

Principle 4: Teaching to student strengths helps students see learning positively. As 
interesting and well-designed as a lesson might be, some students will not seem mo- 
tivated to learn it. However, if you can tie to the lesson or embed something within 
it that is of personal interest to the student, he is much more likely to see positively 
what you are trying to teach. This means, of course, that you need to spend the time 
to determine the interests of your students. 

Principle 5: Teaching to student strengths helps students overcome weaknesses. 
Some students’ weaknesses tend to dominate their lives. Whether it is a lack of 
academic skills, social or behavioral weaknesses, or a general lack of interest in 
all things related to school, their teachers tend to define them by these charac- 
teristics. However hard it may be to find, all students have strengths. Finding 
and reinforcing these early and frequently can be an important initial step in 
helping students overcome their weaknesses. As Tomlinson and Jarvis (2006) 
stated, “Teaching to student strengths does not mean ignoring weaknesses. It 


simply means teaching in a way that takes advantage of student power to energize 
learning” (p. 21). 


Working collaboratively with your colleagues in special education, you can begin plan- 
ning for differentiated instruction as you acquire important knowledge about your stu- 
dents, their needs, and their strengths. This planning should occur at different levels and 


() 
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at different times (Rosenberg, O’Shea, & O'Shea, 2006). We propose three key levels of 
planning: a strategic level where you focus on students’ learning needs, a tactical level where 
you plan daily instruction, and an interactive level where you engage in moment-to-moment 
planning as you teach. 


Level-1 Planning: Identifying 
Students’ Learning Needs 


At Level 1, you consider what students are to learn, whether basic skills, such as reading, 
writing, and math, or specific content areas, such as science and social studies. During this 
planning, you should look first at the common needs of your whole class and then at the 
special needs of individual students. 


Focus on the General Curriculum for All Students 

The general curriculum, or standard course of study, provides the basis of instruction for all 
your students, including students with disabilities. According to IDEA and No Child Left 
Behind, students with disabilities are expected to participate in the general curriculum. 
Therefore, as a general rule, you should always try to consider how you can apply the prin- 
ciples of differentiated instruction so that all students can learn the material you are pre- 
senting to the maximum extent possible. Depending on the nature and degree of students’ 
disabilities, three critical adjustments can help students achieve successful outcomes in the 
general curriculum: accommodations, supplemental instruction, and modifications of the 
curriculum. (Note that if a student should receive any of these adjustments, the student’s 
IEP must include them.) 


Accommodations. Students may receive accommodations or special supports to facilitate 
learning, as well as supports for evaluation to determine their achievement on general cur- 
riculum outcomes. Instructional accommodations might include any number of changes 
such as using word processing software with spell checkers, listening to audio books, or 
learning and applying learning strategies. Students may receive testing accommodations for 
class tests or for end-of-grade or end-of-course assessments. An example of a testing accom- 
modation could be having a paraeducator read the test to a student in order to assess his 
knowledge of science. 

The important thing to remember about an 
accommodation is that it is not intended to allow 
the student to achieve an easier standard; rather, it 
is meant to help the student achieve and demon- 
strate the same standard as others. Therefore, teach- 
ers cannot use an accommodation if it changes the 
validity of a particular standard. For example, if a 
standard requires that a student orally read a list 
of vocabulary words, the teacher cannot read the 
words for the student. On the other hand, if the 
standard requires that the student demonstrate an 
understanding of a key concept in political science, 
then the student can listen to a lecture or a prere- 
corded passage about the concept and then verbally 
explain the concept to demonstrate knowledge. 


Supplemental Instruction. Teachers can often improve 
the success of students on academic skills by pro- 
viding supplemental instruction in key areas. This Planning for the use of different accommodations may help students 
G pe oliusimuctionsusually focuses) om improving, Palticipate in the general:cummicuium. 
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Pause & Reflect 


strong focus on this goal. What 


general education teachers trying to help students 


achieve nonacademic goals? 






Today, the primary focus of education is to achieve 
important academic outcomes, and teachers have a 






basic skills, such as reading, writing, and math skills. These skills would be taught to 
better help the student be more successful on advanced skills. Alternatively, students 
may learn to use effective learning strategies, such as note taking and organizational 
skills, to help them succeed when learning in content areas. Supplemental instruc- 
tion is not intended to supplant other instructional areas in the general curriculum 
but to help students better achieve standard outcomes. 


Curriculum Modifications. In some cases it will not be reasonable to expect students 
to master the same general curriculum objectives as other students, even if teachers 
provide one or more accommodations or forms of supplemental instruction. (This will 
often be true if a student has a more significant degree of intellectual or behavioral 
disability.) In such cases, the IEP team will probably indicate that the student is to 
take part in a state’s or school district’s “alternate-assessment” program. The student 
will be expected to demonstrate academic skills parallel to or an “extension” of those 
of same-grade peers, but qualitatively different in nature. A central tenet for making 
the general curriculum accessible to these students is structuring standards or out- 
comes within the general curriculum that have been originally developed for students 
without disabilities so that they may be achieved by learners with more significant 
disabilities. This process is referred to as linking or aligning the standards for students 
with disabilities so that they require a different form or degree of performance but are 
still based on grade-level standards (Westling & Fox, 2009). 


Identify Nonacademic Goals or Objectives 

Although general classroom instruction must focus on academic instruction, some 
students’ formal plans will also include goals or objectives in other areas and instruc- 
tion such as improving social skills, self-determination skills, and personal-care skills. 
Level-1 planning, therefore, should include a review of students’ IEPs and other formal 
plans in order to learn not only how the students participate in the general curriculum 
but also whether they should achieve other important goals or objectives. Strategy 11.4 
provides a step-by-step plan for identifying the instructional needs of students with 
disabilities or special needs. 


Person-Centered Planning 

All of the preceding approaches to planning may be 
complemented by a process called person-centered plan- 
ning (PCP), which is often used to identify activities, 
daily routines, and learning outcomes for students with 
more severe disabilities. As the name implies, this plan- 
ning process looks closely at the needs of an individual 
through the eyes of those close to him—family, teach- 
ers, friends—who then collaborate to plan an appropri- 
ate and suitable inclusive life for the target person. Person-centered planning is 
not a formal plan or a common part of planning for instruction, but it is a valuable 
process to learn about how a student with more severe disabilities can be mean- 
ingfully included in an inclusive community, school, and classroom (Westling 
& Fox, 2009). Strategy 11.5 provides a process for conducting a person-centered 
plan. 









iS your opinion about 


Level-2 Planning: Preparing 
for Daily Instruction 


At the second, or tactical, level of planning, you will write detailed plans for daily 
instruction. This is the most involved part of planning, but it rests greatly on what 
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you learn during Level-1 planning. When at Level 2, your daily plans should cover the 
a following: 
@ * Who? Which students will you involve in the lesson? Everyone? A small group? Indi- 
vidual students? 
* What? What do you want students to learn? What are your instructional 
objectives? 
* Why? You should note the source of the objectives such as the standard in the state gen- 
eral curriculum the lesson will address. 
* When? On what day and at what time of day will the instruction occur? How long will 
the lesson last? 
¢ Where? In what part of your classroom (or elsewhere) will the lesson occur? 
¢ How? What will happen during the lesson? What will the teacher, teacher assistant(s), 
and students do? 


The plan will list all teaching and learning activities, including whole-class instruction, 
group and individual learning activities, instructional materials, and the kinds of educa- 
tional or assistive technology that some students will be using. 

Although no firm guidelines exist, to some extent, the instructional approaches you 
must plan for depend on the nature of the learning material. If you are planning to teach 
basic skills, you are more likely to incorporate some tactics, but if you are planning for 
academic content instruction, you might use others. 


Planning for Basic Skills Instruction 

Successful basic skills instruction in inclusive classrooms often incorporates four key tactics: 

direct instruction, flexible ability grouping, peer tutoring, and the use of assistive and/or 

educational technology devices and programs. In Figure 11.2, we give an overview of these 

four components of basic instruction, and in Strategy 11.6, we provide a detailed process for 
t planning for basic skills instruction. 


Planning for Academic Content Instruction 

Planning for instruction in academic content areas such as science or social studies is 
complex when teaching students with mixed academic abilities. Unlike basic skills in- 
struction, during which teachers usually can provide direct instruction to students with 
similar abilities, content instruction often presents a wide range of information that can 
be difficult to grasp for many students. Additionally, content instruction often relies on 
comprehending spoken and written material and demonstrating learning through writ- 
ten tests and papers. 

Two strategies can help teachers prepare to teach academic content to students with 
disabilities or special needs in inclusive classrooms: using principles of universal design for 
learning (UDL) and using cooperative learning groups. These tactics are described in Fig- 
ure 11.3. In Strategy 11.7, we provide a detailed process for using planning based on UDL 
principles. 


Selecting Instructional Materials 
The instructional materials that your students use will play an important role in students’ 
success. As you and your colleagues consider the selection of materials, you should keep 
in mind the appropriateness of the materials for students with special needs. The prin- 
ciples of UDL (see Figure 11.3) are useful when searching for materials. The Center for 
Applied Special Technology (CAST; www.cast.org) is an important resource for finding 
and developing instructional materials based on UDL principles. For example, in the 
online CAST UDL Book Builder section, you can “create, read, and share engaging digital 
) books that build reading skills for students. Your universally designed books will engage 
and support diverse learners according to their individual needs, interests, and skills” (see 


bookbuilder.cast.org). 
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_ Key Tactics for Planning Basic Skills Instruction 


Tactic 


Direct Instruction 


Description 


Direct Instruction (Dl) is a model for teaching that emphasizes 
well-developed and carefully planned lessons designed 
around small learning increments and clearly defined and 
prescribed teaching tasks. It is based on the theory that 

clear instruction eliminating misinterpretations can greatly 
improve and accelerate learning (National Institute for Direct 
Instruction, n.d.). 





Flexible Ability Grouping 


When teaching basic academic skills, same-ability groups 
are often very effective and work well with direct instruction. 
Same-ability grouping allows teachers to focus more 
intensely on what students need because students within 
the groups have about the same skill level and thus 
approximately equal learning needs. Ability groups should 
be flexible and used for specific targeted learning, such as 
acquiring reading or math skills. As students demonstrate 
adequate skill acquisition, teachers should move them from 
lower groups to higher groups. Ability grouping should not be 
full time. Students should spend as much time as possible in 
heterogeneous groups. 








Peer Tutoring 


Peer tutoring, and especially class-wide peer tutoring (CWPT), 
provides a useful tactic for practicing basic academic 

skills. CWPT provides students with increased opportunities 
to improve skills by receiving immediate feedback from a 
peer tutor. Pairs of students take turns tutoring each other 

to reinforce concepts and skills initially taught by the teacher. 
CWPT requires the teacher to instruct all students how to 
tutor, to give material appropriate for practicing skills, and 

to allow time on a regular basis (three to five times per week) 
for tutoring. 





Educational and Assistive 
Technology 





Educational technology and assistive technology can be used 
by students with and without disabilities. For example, 
assistive technology may include the use of word processing 
software to help students write better and more creatively. 
Educational technology might be specific computer programs 
designed to teach select reading and math skills. 





In a recent effort to make traditional text-based material more accessible to all students, 
CAST has developed the National Instructional Materials Accessibility Standard (NIMAS). 
According to the National Center on Accessible Instructional Materials at CAST (2011): 


NIMAS is a technical standard used by publishers to produce source files that may be used to 
develop multiple specialized formats (such as braille or audio books) for students with print 
disabilities. The source files are prepared using Extensible Markup Language (XML) to mark 
up the structure of the original content and provide a means for presenting the content in a 
variety of ways and styles. For example, once a NIMAS fileset has been produced for printed 
materials, the XML and image source files may be used to create braille, large print, HTML 
versions, DAISY talking books using human voice or text-to-speech, audio files derived from 
text-to-speech transformations, and more. 


Ultimately, all material that is contained in elementary and high school textbooks will 
be available to students in forms and formats from which they will be more able to access 
and learn. Clearly, this will make learning for many students in inclusive settings even more 


successful. 


() 
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Universal Design The intent of UDL is to create instruction planned from the 
for Learning (UDL) outset and accessible to learners of different ability levels 
while maintaining high standards of instructional outcomes. 
UDL consists of the following key elements: 

* Alternative modes of presentation means that you will plan 
for different ways to present content to students, so all 
students will have a better chance of understanding the 
material you are presenting. 

Alternative modes of responding suggests that all students 
will be able to demonstrate their understanding of the 
material in some fashion consistent with their ability. 
Multiple ways of participation means that all students can 
be active learners by engaging in whole-group or small- 
group discussions, participating on discussion teams, 
playing educational games, using educational technology, 
participating in learning centers, being involved in literature 
circles, or working individually on assignments. 





Cooperative Learning Cooperative learning activities, especially using the Jigsaw 
method (see Chapter 13, Strategy 13.2), involve every 
participant by providing each one with a unique assignment. 
Cooperative learning allows students with different abilities to 
participate in the activity and gain knowledge from it. The 
important benefit about using cooperative learning groups is 
that students can help each other and acquire more 
appropriate social skills. 








For the present, many schools may continue to use more traditional, text-based 
materials. When these materials are designed to improve reading skills or require reading 
skills for learning academic content, you should think about the appropriateness of the 
material for your students who have weak reading skills. Not all such materials that require 
reading skills are created equally, and some may be more appropriately designed than oth- 
ers (Sperling, 2006; Wanzek, Dickson, Bursuck, & White, 2000). 


Level-3 Planning: Interactive 
Planning During Instruction 


The final aspect of planning is the dynamic creation of plans that usually occur as teachers 
present lessons and carry out activities. By the time you reach this point, you have carefully 
considered your students’ current learning needs and have created written, detailed lesson 
plans that choreograph the actions you will take and the ways you expect groups and indi- 
vidual students to participate. 

Most effective teachers will use a lesson presentation format such as the following: 


¢ Introduction. Tell students what they will learn and why it is important. Motivate stu- 
dents to pay attention and do their best during instruction. 

¢ Review. Remind students of previously learned material and show them how it relates to 
the current lesson. 

¢ Presentation. Explain the new material (the concept or the academic skill) and 
probe students to find out if they are developing an initial understanding of the 

) material. 

¢ Demonstration. Show, tell, and give examples of the correct way to perform tasks within 

the lesson. 
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Teachers should be adept at dynamic planning to address all 
learning opportunities. 





¢ Demonstrate incorrect responses. Show students 
examples of incorrect responses and the types of er- 
rors they need to avoid. 

¢ Allow practice. Give students time to practice 
their new skills or use their new knowledge. 

* Provide feedback. As students practice, reinforce cor- 
rect responses, and correct incorrect responses. 

¢ Review and summarize. At the end of the lesson, 
review what has been learned and summarize the im- 
portant points. 

¢ Evaluate. During some lessons, build in an evaluation 
process to determine student learning. 


Monitoring Student Progress 


Progress monitoring is a procedure that allows teachers 
to measure regularly and directly how well students are 
performing on key academic skills. Curriculum-based 
measurement (CBM) is one of the most common forms 
of progress monitoring. Teachers use CBM primarily to 
monitor student progress in key areas, including reading, 
writing, and math (Deno, 2003). The procedure is based 
on a simple yet ingenious idea: If teachers can clearly 
define what students should learn (as contained in the 
student’s curriculum) and create an easy, quick progress- 
monitoring process, then teachers can make frequent de- 
cisions about whether or not progress is occurring. With 
this knowledge, teachers can decide if their instructional 
procedures are effective. 

Research has shown that CBM is useful for many 


current trends in general and special education. It is commonly used to measure student 
performance in RTI models, to determine if students in inclusive or special classes are mak- 
ing adequate progress, and to predict how students will do on end-of-grade assessments 
(Deno, 2003; Zimmerman & Dibenedetto, 2008). 

Curriculum-based management relies on brief, frequent (weekly or biweekly), direct 
measures of student performance. Using material based on the curriculum in which the 
student is currently working, or using general outcome measures, on a regular basis, the 
teacher or a paraeducator will sit one-to-one with the student and give the student a brief 
test or probe. For example, the student will read for 1 minute from a grade-level text while 
the evaluator marks the words the student misses on a separate data-collection sheet. After 





Pause & Reflect 


Monitoring student performance is necessary if you are 
to really know whether or not students are learning. Are 
you familiar with ways to monitor student learning other 
than direct monitoring, such as CBMs? How would you 
describe them? 






the reading session is finished, the teacher will count the 
number of words read correctly and the number read in- 
correctly and record the student’s performance on a piece 
of graph paper. Because a similar measure is taken ev- 
ery week from the same-level material (but reading from 
a different passage), the evaluator can monitor whether 
or not the student is making progress. If progress is on 
target, the instruction continues until the student reaches 
the desired criterion. The student then moves into a higher 
or more difficult level in the curriculum. If progress is not 


adequate, the teacher can examine various aspects of the instructional process and make 
modifications. (In RTI, for example, the Student Support Team may decide to move the 
student to a higher-intervention tier if progress is insufficient.) 
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Using CBM, teachers can readily evaluate performance on academic objectives for stu- 
dents with disabilities. As part of their collaborative efforts, general education and special 
education teachers can arrange regular times and conditions to assess student performance. 
Guidelines for using CBM are contained in Strategy 11.8. 


Grading Students with Disabilities 


If teachers use standard grading procedures for students with disabilities as for those with- 
out, then, as you might expect, the procedures almost always result in lower grades than 
other students receive. Traditional grading often reflects a norm-referenced grading system— 
meaning students are compared to each other—and fails to evaluate the student on other 
important outcomes such as the amount of effort by the student, the process the student used 
to reach a correct answer, or the improvement in the student’s performance from the previous 
grading period (Munk & Bursuck, 2004; Silva, Munk, & Bursuck, 2005; Tomlinson, 2005). 

When differentiating instruction for students, it is more important that grades reflect in- 
dividual growth based on predetermined standards rather than reflect the norm-referenced 
status of the student. According to Tomlinson, “One might think in terms of reporting aca- 
demic achievement related to a set of clearly defined criteria, plus individual growth along 
a continuum of clearly defined criteria, plus effort. . . . Such multifaceted reporting can 
provide information about a student’s standing relative to criteria designated as important 
for a particular class, about that student’s degree of progress from the start of the marking 
period, and about student work habits—three distinct but potentially important messages 
for students and their parents” (p. 268). 

Many school districts have developed grading adaptations for students with disabilities 
that allow them to be graded based on different criteria. Five types of grading adaptations 
are relatively common (Silva et al., 2005): 


1. Progress on IEP objectives 
. Improvement over past performance 
. Performance on prioritized content and assignments 


. Use of process and effort to complete work 
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. Modified weights and scales 


By using one or more of these adaptations, teachers may develop a “personalized grading 
plan” for students and document this plan in the student's IEP (Munk & Bursuck, 2004). 
Figure 11.4 lists the different types of grading adaptations. Strategy 11.9 provides an outline 
for developing a personalized grading plan for students with disabilities. 


Arranging the Classroom for Inclusion 


As you undertake other parts of planning, it will be very helpful for you to consider 
the physical arrangements of your classroom and how they might impact students with 
disabilities or special needs (Wadsworth & Knight, 1999). Here are some of the more im- 
portant conditions for you to think about: 


¢ Furniture arrangement and spacing. Placing furniture too close together can make 
movement difficult for students with poor motor control or physical disabilities. 
Remember that all students and teachers need to be able to move about easily in the 
classroom; make sure there is sufficient space for them to do so. 

¢ Lighting. Generally, adequate lighting is necessary for students to learn. Keep in mind, 
however, that some lighting, and the buzz emitted by fluorescent lights, may be quite both- 
ersome to some students with disabilities. You should make sure all lighting is sufficient, 
have noisy lights replaced, and, if possible, create some space that uses indirect lighting. 

¢ Noise control. Most classrooms can be expected to have a certain level of auditory stimuli. 
For some students, however, this can be distracting or even lead to challenging behavior. 
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Adaptation 


Progress on IEP 
objectives 


Chapter 11 


Example 


Daily work 

If a student’s IEP objective states, “The student will use a strategy to solve math problems with 
85% accuracy,’then the student’s use of the math strategy on an assignment with 85% 
accuracy might result in the student receiving an A on the assignment. 

Report card grade 

A percentage of a student's report card could be determined by progress on an IEP objective. 





Improvement 


Daily work 

If a student raised his or her test scores average from 50% to 65%, the teacher could add the 
15% that would allow the student to raise his or her grade from an F to a D. 

Report card grade 

A student could be given bonus points for each correct paragraph the student writes beyond the 
three paragraphs required. So, if the student attempted to write an additional paragraph, he or 
she could receive bonus points. 





Prioritization of 
educational content 
and assignments 


If you believe that one of the two social studies units being covered during the marking period is 
more important than the other, then the student will soend more time and receive more support 
on these assignments and they will count more toward the grade. 





A balanced grading 
system: processes 


Editing is a process that a student might use in the writing process, so a portion of a student's 
grade could come from the effective use of an editing strategy. 





A balanced grading 
system: effort 


An example of basing part of a student’s grade for an assignment on the student's effort would 
be to base part of the grade for a math homework assignment on the number of word problems 
attempted. 





Modified weights 
and scales 





Daily work 
A teacher could change the grading scale so that a student must earn 90 out of 100 points 
(90%), rather than the 93 points (93%) indicated in the school-wide grading policy, to earn an A. 


Report card grade 


A teacher could change the weights assigned to different performance areas by changing the 
weights assigned to tests and homework to reduce the penalty to a student who struggles 
with tests but benefits from doing homework. 





A well-planned classroom can be important for including students with special needs. 








Formal Plans and Planning for Differentiated Instruction 215 & 


You can use book cases, room dividers, carpeting, and acoustic tiles to reduce noise levels, 
. as well as set an expectation that students use “indoor voices” in the classroom. 
@ * Ventilation and temperature. Although we all desire to be ina space that has a comfort- 
able temperature, for some students with disabilities this can be even more important. 
Some students may simply be more difficult to manage in extreme temperatures; others 
may be physically sensitive due to physiological conditions such as hypothermia. 

* Visual accessibility. As you arrange your classroom, remember that you need to see your 
students at all times, and they need to see you much of the time. Avoid placing bookcases, 
room dividers, or other structures that might interfere with making visual contact. 

* Materials storage. In an orderly classroom, materials and equipment not in use must be 
stored out of the way so as not to be distracting. For materials that students themselves 
must retrieve, be sure that they are easily accessible. 

* Plants and animals in the classroom. Many teachers enjoy using plants and animals for 
their educational purposes. If you intend to have live creatures in the classroom, remem- 
ber that some students will need to learn how to interact with them and care for them 
appropriately. Also remember that you may have some students with allergies or asthma 
who could be adversely affected by live creatures. 


These arrangements will help meet the needs of most students with disabilities in your 
classroom. In some cases, students with special conditions (either with IEPs or 504 Plans) 
may require a little more attention. Often, you can find help in meeting the needs of these 
students in your classroom by consulting with the special education teacher, the school 
nurse, or the occupational or physical therapist who works in your school. 


This chapter addressed the following topics: 
Four formal plans required for students who are at risk or who have disabilities 


¢ RTI plans. Students who are having difficulties but who have not yet been placed in 
special education may require RTI plans. 

¢ Individualized education program (IEP). Students in special education require IEPs, which 
list annual goals, the types of services the student will receive, and other specific compo- 
nents of the special education procedures. 

¢ Section 504 Plans. Educators prepare Section 504 Plans for some students who have dis- 
abilities as defined by the Rehabilitation Act but are not considered to have disabilities 
under IDEA. These plans list the accommodations and supports for students. 

¢ Behavior interventions plans (BIPs). Educators write BIPs for some students who exhibit 
significant behavioral issues. 


Planning for differentiated instruction 


* Understanding students and their strengths is a key component of differentiated instruction. 

* Level-1 planning requires the teacher to identify learning goals based on the general 
curriculum and individual goals for students with special needs. 

* Teachers should incorporate accommodations, supplemental instruction, and curriculum 
modifications into Level-1 planning for students with special needs. 

*  Level-2 planning is planning for two types of daily instruction: basic skills instruction 
and instruction in academic content areas. 

¢ Level-3 planning is moment-to-moment planning conducted as you provide classroom 

} effective instruction. 

* Progress monitoring is a procedure that allows teachers to measure regularly and directly 

key academic skills. 


BBR 216 PARTII Chapter 11 


* — Curriculum-based measurement (CBM) is one of the most common forms of progress 
monitoring. 

* Curriculum-based measurement relies on brief, frequent (weekly or biweekly), direct 
measures of student performance. 

¢ If progress is on target, the instruction will continue, if progress is not adequate, the 
teacher can make modifications. 

° Grades usually fail to evaluate students with disabilities on important outcomes such as 
amount of effort, the process used to reach a correct answer, or the improvement in the 
student’s performance. 

¢ The following grading adaptations are relatively common: 
¢ Progress on IEP objectives 
¢ Improvement over past performance 
¢ Performance on prioritized content and assignments 
* Use of process and effort to complete work 
* Modified weights and scales 


¢ Personalized grading plans may be created for students using different types of grading 
adaptations. 
¢ The following physical arrangements of a classroom might impact students with 
disabilities or special needs and should be modified appropriately: 
¢ Furniture arrangement and spacing 
¢ Lighting 
¢ Noise levels 
¢ Ventilation and temperature 
¢ Visual accessibility 
¢ Materials storage 
¢ Plants and animals in the classroom 


Addressing Professional Standards 


Standards addressed in Chapter 11 include: 


CEC Standards: (1) foundations; (4) instructional strategies; (5) learning environments and 
social interactions; (7) instructional planning; (10) collaboration. 


MyEducationLab 

















Go to the MyEducationLab (www.myeducationlab.com) for Inclusion, where you 
can: 
* Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 
* Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Dispositions learning units. 
* Examine challenging situations and cases presented in the IRIS Center Resources. 
* Check your comprehension on the content covered in the chapter with the Study 
Plan. Here you will be able to take a chapter quiz, receive feedback on your an- 
swers, and then access Review, Practice, and Enrichment activities to enhance 
your understanding of chapter content. 
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_ EFFECTIVE PRACTICES 


: Putting It All Together 


When you have students with disabilities or special needs in your classroom, there is no doubt 
that your planning responsibilities will increase, but this effort is important. Here are some things 
effective teachers say about planning. 
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1. Collaboration is key. In this chapter, we have discussed several planning needs for stu- 
dents with disabilities and special needs. As you plan to address these needs, you should 
seek ongoing input from your colleagues in special education. 


2. Get to know your students. If you know your students’ needs, their strengths, and their 
unique challenges, your planning is likely to be much more aligned with their needs. 
You cannot make “generic” plans that will meet all the needs of students who have such 
diverse characteristics. 


3. Be more detailed in the beginning. You will find a lot of variation in the detail that dif- 
ferent teachers put into their classroom instructional plans. As a general rule, the more 
complex the learning needs are of a particular student, the more time you will need to 
plan for those needs. 


4. Look to different sources for plans. You can find instructional plans and ideas for plans 
in many sources. Attend conferences and staff development sessions, confer with your 
colleagues, take additional courses, and search the Internet to obtain multiple sources of 
information that will help you plan for your students with special needs. 


5. Save your plans, critically evaluate them, and make revisions. Learn from your plans. 
Being an effective teacher will always be “a work in progress.” Certainly, in the area of plan- 
ning, you will improve with experience. 


® Strategy Fact Sheet 


In the remainder of this chapter, we describe nine effective strategies, which we referred to previously in the chapter, 
to help you plan effectively to meet the needs of all students. The Strategy Fact Sheet summarizes these strategies. 


DESCRIPTION IMPORTANCE 


STRATEGY 


Strategy 11.1: 
Contributing to 
IEPs 


Strategy 11.2: 
Procedures for 
Developing a 504 
Plan 


Strategy 11.3: 
Planning for 
Differentiated 
Instruction 


Strategy 11.4: 


Identifying Instruc- 


tional Needs 


Strategy 11.5: 
Using Person- 
Centered Plans to 
Support Inclusion 


Strategy 11.6: 
Planning for Basic 
Skills Instruction 
in an Inclusive 
Classroom 


Being an effective member of the IEP team is an important 
role for the general educator. This strategy offers several 
ways to help fulfill this important responsibility. 


Section 504 Plans specify accommodations necessary for 
some students with special needs. This strategy explains 
how a 504 committee designs such plans. 


Planning for differentiated instruction can help meet the 
needs of students with different abilities. This strategy tells 
you common ways to vary instructional content and delivery. 


This strategy will help you identify the learning needs of 
students with disabilities based on the general curriculum 
and also based_on their unique learning needs. 


Person-centered planning is an alternative to traditional plan- 
ning (IEPs, 504 Plans) that is designed to help identify ways 
for students with severe disabilities to be included in general 
education settings. 


Many students with special needs will need intensive in- 
struction in basic academic skills. This strategy outlines ways 
to plan for this instruction. 





Understanding the required content of an IEP and students’ 
needs will help you be a more effective member of the IEP 
team. 


Section 504 Plans are used for students who have special 
needs but do not meet criteria for special education under 
IDEA. 


Besides planning for how to deliver instruction, it is also 
important to plan how students can demonstrate what they 
have learned. 


Base instructional goals for students with disabilities on 
the general curriculum, but realize other goals may also be 
relevant to their needs. 


It is important for students with severe disabilities to be 
included; however, key people sometimes need to develop 
innovative ways to achieve inclusion. 


Planning for supplemental forms of instruction can help 
students learn basic skills. 
































IMPORTANCE 


Universal design for learning provides a planning approach 
that makes it more possible for all students to benefit from 
instruction. 


STRATEGY | DESCRIPTION 


Strategy 11.7: This strategy discusses planning instructional content based 
Planning for on UDL principles in order to teach academic content to 

Academic Content | students with different abi lity levels 
Instruction Using 
UDL Principles 


Strategy 11.8: 
Using CBM 
to Measure 
Student Academic 
Progress 


Strategy 11.9: 
Developing a 
Personalized 
Grading Plan 










































Unlike grades, CBMs are quantitative measures of the 


Evaluating student progress is important for students with 
student's performance within the curriculum. 


special needs. Curriculum-based measurement allows you to 
closely monitor students’ progress and modify your instruc- 
tion if necessary in order to improve progress. 

















Parents of students with disabilities are often more inter- 
ested in learning about factors other than how their child 
compares to others in the classroom. 


Many teachers struggle with deciding how to grade students 
with disabilities. This strategy provides several useful 
options. 






= 
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me Strategy 11.1 


CONTRIBUTING TO INDIVIDUALIZED 
EDUCATION PROGRAMS 


¢ 





Rationale 


According to IDEA, general education teachers are required to participate as a member of the 
TEP planning team if all or part of the student’ time in school is spent in the general edu- 
cation classroom. The law requires this participation so that the teacher can provide input 
regarding the curriculum and instruction used in the general education classroom. 

Sometimes general education teachers do not like to participate in IEP planning meet- 
ings because they do not see the relevance of the process to their job; do not understand the 
terms, forms, and paperwork; and feel that they are not valued as a team member. 

In fact, general educators have a great deal to contribute to planning an IEP. Under cur- 
rent IDEA guidelines, all students with disabilities are expected to participate in the general 
curriculum, and teachers are held accountable for their learning. Therefore, in order for 
students to achieve objectives based on the general curriculum, general education teachers 
should be considered as key partners from the beginning. Their involvement on the IEP 


team, then, is essential. 


Step-by-Step 


&p Recognize the importance of your role. Consider 
yourself an equal member of the team and a collaborator. 
General education teachers are expected to participate 
and contribute, especially with regard to issues related 
to inclusion and participation in the general curriculum. 
Many general education teachers feel that they need more 
preparation in developing IEPs. For this reason, we en- 
courage you to take advantage of all opportunities for 
staff development in this area. 


ez) Become familiar with the terms, forms, and pro- 
cedures. Don't be intimidated by words and acronyms 
that you do not understand. If you have not developed 
knowledge through various learning experiences, ask 
your colleagues to be kind enough to explain the mean- 
ing of their statements. 


& Be prepared for the IEP meeting. Your job will be to 
discuss the student’s status and progress in your class- 
room, or to discuss the curriculum and instruction that 
will occur and how the student might participate. If the 
student is currently in your class, collect information 
and student work samples to demonstrate current skill 
level. Formal or informal assessments will also be use- 
ful. If the student is not in your class, bring examples of 
the curriculum and work that will be required. 


Applications and Examples 


eo Involve students in the IEP session. Whenever 
possible, students should participate in their own IEP 
planning meetings. General educators and special edu- 
cators can help students become involved participants by 
preparing before the meeting to identify and state their 
own goals. Available curricular material, such as the 
Self-Directed IEP (Martin, Marshall, Maxson, & Jerman, 
1996), can help teachers prepare students for more active 
participation. 


@ Leave with a clear understanding of your role and 
that of others. After the IEP meeting, you should know 
the student’s goals and how you will address these in 
the general education classroom. You should also un- 
derstand the type of instructional interaction you are to 
have with the student and the support you will receive 
in the classroom. Additionally, you should know if the 
student is going to use any assistive technology or other 
special equipment or material. 


© Respect confidentiality. The material and information 
discussed in the IEP and other meetings about students 
are always confidential. Remember to respect this confi- 
dentiality after you leave the meeting. 


Individualized education program meetings may be scheduled at different times but will 
generally occur before or after school or during a teacher’ planning period if the teacher 
is expected to attend. Regardless, you should be informed about the meeting far enough in 
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advance so that you are prepared and able to attend. When you learn about the meeting, you 
should inquire about its purpose (to determine eligibility, to plan goals, to review perfor- 
mance) and what you are expected to contribute. Then you should gather the necessary doc- ¢ 
umentation, review it before the meeting, and make any notes to yourself about issues you 
feel are most important to remember. When the meeting begins, ask for an agenda. If one is 

not provided, or if there is none, ask the meeting coordinator to let you know when you will 

be expected to participate. Be professional, cordial, and attentive throughout the meeting. 










Keep in Mind 
Unfortunately, many teachers and school administrators today view the IEP planning process 
with a degree of disdain, feeling that it requires an unnecessary degree of bureaucracy and 
paperwork. There is no doubt some truth to this perception, but a well-developed IEP can 
provide the basis for a meaningful education for a student. Your role in this process can make 
the difference in simply complying with the law and improving the quality of a student's 
education. 
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PROCEDURES FOR DEVELOPING 


C Strategy 11.2 


Rationale 


Millions of public school students in the United States have conditions such as attention- 
deficit/hyperactivity disorder (ADHD), asthma, epilepsy, or different physical disabilities that 
present them with unique challenges. They might need extra time to rest, privacy to take their 
medication, or assistance with personal needs. If their conditions do not interfere with their 
learning ability, they will not be eligible for, nor do they need, special education services as 
required under IDEA. However, because in our society we have laws against discrimination, 
schools must provide these students with reasonable accommodations in the school and class- 
rooms so that their opportunity to participate like other students is not adversely affected. 

A Section 504 Plan states the specific accommodations and modifications that a stu- 
dent will receive in order to have equal access to educational services. A school 504 Plan 
coordinator and an ad hoc committee that includes the student’s general education teacher 
form the plans. All general education teachers, therefore, should be knowledgeable about the 


A 504 PLAN 





contents of 504 Plans and how they are developed. 


Step-by-Step 


ép Identify the student who may require a 504 Plan. 
Any student who has a physical or emotional disabil- 
ity, or who is recovering from a chemical dependency, 
or who has a condition that interferes with one or more 
life activity is eligible for a 504 Plan. Major life activities 
include seeing, hearing, walking, learning, performing 
manual tasks, breathing, reading, thinking, concentrat- 
ing, sleeping, bowel functions, bladder functions; diges- 
tive functions, eating, or a condition of equal scope and 
importance. Sometimes students returning to school after 
a lengthy absence due to illness will require a 504 Plan. 


2 Identify the 504 Plan coordinator and committee. 
Every school must have a 504 Plan coordinator. This is 
often an assistant principal or guidance counselor, but 
not a special educator. If you suspect that a student re- 
quires a 504 Plan, you should contact the coordinator 
and complete a referral form. The coordinator should 
then form a committee to address the student’s needs. 
The committee should include the coordinator, one or 
more teachers, the parents or guardians, and the student 
if appropriate. It may also include other personnel with 
specific knowledge about a student’s needs such as a 
nurse or physician. 


& Participate on a 504 planning committee. As the 
person referring the student, you should serve on the 
504 planning committee so that you can express your 
concerns about the student’s needs. Your focus should be 
on developing accommodations so the student can par- 
ticipate successfully in your classroom and elsewhere. 


&> Develop the 504 Plan. Members of the commit- 
tee should identify the accommodations the student 
requires to participate in school activities. Examples of 
accommodations might include: 


e A seat assignment to accommodate the student. 

¢ A diabetic student may be permitted to eat in the 
classroom. 

¢ A student may be permitted to go to the office for the 
administration of medication. 

¢ A student’ assignments or testing conditions may be 
adjusted (i.e., extensions of time, modification of test 
questions). 


After developing the plan, all committee members are 
required to sign it in order to show their agreement with it. 


& Inform key persons of the contents of the plan. Once 
the plan has been developed, it is important that all key 
school personnel are aware of its provisions. The plan 
constitutes a legal document, so teachers and other pro- 
fessionals do not have the option to accept or reject it. The 
provisions are mandatory, and the 504 Plan coordinator 
should make sure that all key persons are aware of it. 


6 Set a review date to review and revise the plan if 
necessary. As the plan is approved, it should be scheduled 
for review at a later time to determine if it is serving its 
intended purpose. The review date may come at any 
time, but it should not be longer than 1 year. When 
the plan is reviewed, if necessary, it should be revised 
accordingly. 
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Applications and Examples 


An example of the need for a 504 Plan might be a student with diabetes. Type-1 diabetes, also ¢ 


called juvenile diabetes or insulin-dependent diabetes, is an autoimmune disease that destroys 
the cells in the pancreas that produce insulin. Children with Type-1 diabetes require insulin 
shots. Without medication, the student may become very thirsty, need to urinate often, lose 
weight, and be very weak. Students with diabetes can participate in most activities with other 
students but need a few special considerations. They might need privacy to test their blood 
sugar and inject insulin if necessary, access to the bathroom more frequently than others, 
and have snacks more often than other students. In the case of hypoglycemia, the student 
may experience sweating, paleness, trembling, hunger, and weakness, indicating the need 
for emergency treatment. A 504 Plan for a student with diabetes lists specific supports in the 
following categories: 


¢ Health-care supervision 

¢ Training of personnel 

¢ Students level of self-care 

¢ Snacks and meals 

¢ Water and bathroom access 

¢ Treating high or low blood sugar 

¢ Glucose testing 

¢ Insulin injections 

¢ Field trips and extracurricular activities 

¢ Tests and classroom work 

¢ Daily instructions 

¢ Equal treatment and encouragement 

¢ Parental notification and emergency procedures (for a detailed version of a plan for a 
student with diabetes, see http://www.theparentaladvocate.com/sample-504-plan.htm) 











Keep in Mind 
Most students who require 504 Plans will be able to participate in the same school activities 
as other students, given that educators provide appropriate accommodations. It is important 
for general educators to refer students for 504 Plans if they believe one may be necessary and 
to be aware of existing plans and their responsibilities under the plans. Failure to do so could 
have serious implications for students and teachers. 
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INSTRUCTION 


Rationale 


PLANNING FOR DIFFERENTIATED 





Differentiated instruction is an approach to teaching that is intended to meet the learning 
needs of students with diverse abilities. It allows teachers to consider different strengths and 
weaknesses of students and devise instruction based on these characteristics. The instruction 
is varied so that students can take in information, in various ways, use different approaches 
to understanding key aspects of the information, and express or demonstrate what they have 


learned according to their personal skills and abilities. 


The differentiated instruction approach assumes that students will learn material to 
different breadths and depths, but it focuses on all students learning the most essential com- 
ponents, or the most powerful ideas, of the material. To accomplish its desired outcomes, 
differentiated instruction uses flexible grouping patterns; sometimes whole-class instruc- 
tion occurs, and sometimes students work in small groups. Groups are never static but may 


change based on student progress. 


Meeting the needs of diverse students during the elementary years is especially impor- 
tant because these young students form critical attitudes about school and its value. This is 
also the time when it will be most important for students to learn critical foundational skills. 


Step-by-Step 


& Get to know your students’ strengths and plan to 
teach to those strengths. All students may not be equal in 
all academic areas, but all students have unique strengths. 
As you get to know your students, learn what they like 
and what they do well. For example, some students may 
enjoy playing sports and others may like singing or act- 
ing. You can often use students’ strengths to find an ap- 
proach to instruction that will be most appealing to them. 


3 Vary the instructional content based on student 
strengths, performance level, and need. Consider the 
instructional content and how it might be quantitatively 
or qualitatively varied based on student entry level. The 
idea is not to change the essential aspects of the content 
but to offer it in different ways or degrees based on cur- 
rent student performance. Students must succeed at the 
building blocks of content before moving on to more 
complex aspects of the learning material. On the other 
hand, students who are more advanced should not be held 
back from more advanced learning. You will often need 
to conduct some type of preassessment to learn students’ 
familiarity with the content that you are about to teach. 


& Vary the instructional approach, lessons,. and 
grouping based on student characteristics and need for 
support. The learning processes of students are diverse, 
and therefore different students need varying amounts 
and types of support. Teachers should consider how they 
might modify instruction, or create tiered lessons, and 


then group students for the different types of instruction 
to be delivered. Teachers may place students in a whole- 
class grouping for initial instruction and then in differ- 
ent grouping arrangements based on the nature of the 
instruction and learning activities. You will derive your 
knowledge of how students learn from your experience 
with the students and from reports of previous teachers. 


& Consider various ways for students to demon- 
strate what they have learned. For some students, more 
traditional forms of assessment are the best ways to de- 
termine their mastery of content knowledge; for others, 
alternative forms of assessment such as oral assessments 
or reports might be more appropriate. The important 
point is that you objectively evaluate how well the 
student has acquired the desired content through a sum- 
mative assessment. 


@® Use formative assessment to monitor student learning. 
Although it is important to know if students have acquired 
the necessary knowledge and skills (determined through 
summative assessment), it is also important to monitor 
their progress as instruction is occurring. This is called for- 
mative assessment. Through monitoring student progress, 
you can make decisions about current instructional pro- 
cesses and whether certain students might be regrouped 
for more basic or more advanced forms of instruction. 
Instructional grouping should be flexible and based on 
student needs, given the current learning context. 
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Applications and Examples 


The purpose of differentiated instruction is to maximize learning for each student based on 
the student’s individual characteristics and learning potential. One way to do this is through 
flexible grouping. For example, a teacher can use whole-class instruction, small-group in- 
struction, and individual instruction, grouping students based on current knowledge, ability, 
or interests. Care should be taken so that students are challenged to move beyond their cur- 
rent knowledge level but are always given adequate instructional support in order to advance. 

One particularly useful approach to differentiated learning is providing tiered activities. 
The teacher wants all students to learn the same concepts and skills but provides different 
routes of access that vary in complexity and abstractness. Another way to provide differenti- 
ated instruction is through anchor activities, such as journal writing, reading, math games, 
or vocabulary skills. These are activities that extend the curriculum. Teachers may also use 
interest centers, learning centers, and learning stations as anchor activities. 

A very useful way to provide differentiated instruction is by recognizing and using 
student strengths and interests. For example, a student may have little interest in learning 
about geography but may have a lot of interest in trucking. By using this interest, a teacher 
might find a way to help the student become more interested in geography. For example, the 
student may be more motivated in learning the cities and states a trucker may have to drive 
through if moving a load of furniture from Florida to Texas and calculating the distance 
between key locations. 










Keep in Mind 
Differentiated instruction is meant to replace “one size fits all” instruction, but it is clearly a 
process that requires teacher time, thought, and energy. A beginning point is to examine the 
curriculum standards for your class, and then see how you might differentiate the content 
for students at various levels. As you work more with your students, you will come to better , z 
understand their abilities, strengths, and needs. Ultimately, you will become more proficient 
at maximizing learning for all of your students. 
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Strategy 11.4 


IDENTIFYING INSTRUCTIONAL 
NEEDS 





Rationale 


If students with disabilities are to be successfully included in general education classrooms, 
their instructional needs must be met in these classrooms. Some instructional requirements 
for these students will be like those of other students, but others will extend beyond common 
learning needs. Working in conjunction with a special educator, your ability to identify and 
plan for the instructional needs of students with disabilities or special needs is critical to their 
success. Most of these students should be able to participate in the general curriculum and 
show progress in it, but to do so, they may need to have special arrangements. In addition, 
many students with special needs may need instruction in other life areas, such as improving 
their social skills. 

Many students with disabilities and special needs can learn in the general education 
classroom, but without adequate planning, students may be physically present but not suc- 
ceeding as learners. The first planning step for successful inclusion is to identify students’ 
instructional needs. This will require that the classroom teacher work with the special educa- 
tion teacher in a continuous, collaborative process to identify students’ needs and then plan 


ways to meet them. 


Step-by-Step 


&> Participate in the student’s IEP meeting. A good 
starting point to learning about the educational needs of 
a student with a disability is to attend the student's IEP 
meeting. Often, general education teachers are invited to 
these meetings in order to explain their teaching philoso- 
phy, curriculum, or the progress of the student if he is 
already in the classroom. If you have or will be receiving 
a student with disabilities, you can learn more about the 
student and his needs by attending the IEP meeting. 


@> Study the general curriculum. You should begin 
with an assumption that students with disabilities in your 
classroom will take part in and learn content from the gen- 
eral curriculum. Therefore, as a classroom teacher, your 
starting point in planning for these students is to study 
carefully the curriculum required by your local or state 
education agency for the course(s) and grade level you teach. 


& Identify learning goals from the general curricu- 
lum for each student with disabilities. For many students 
with disabilities, you can expect that they will achieve 
learning outcomes like students without disabilities. For 
some students, however, it may be necessary to identify 
high-priority learning goals from the curriculum. Often, 
this is done at the IEP planning meeting in conjunc- 
tion with the special education teacher and the student’s 
parents. As you look at the scope and sequence of the 
general education curriculum, make sure you know the 
high-priority outcomes for each student with disabilities 
in your classroom. 


& Decide how students with disabilities can participate 
in the general curriculum. Students will be able to par- 
ticipate more fully in the curriculum if teachers provide 
accommodations (e.g., listening to an audio book if un- 
able to read), use supplemental instruction (e.g., improv- 
ing basic skills or teaching the student to use strategies), 
or make curriculum modifications (e.g., learning skills or 
developing knowledge that reflects a goal in the general 
curriculum but that the student is more likely to achieve). 
Collaboration with the special education teacher can help 
you identify more ways for the student to participate. 


(5) Identify other relevant learning objectives for 
students with disabilities as listed on their IEPs. Stu- 
dents with disabilities and special needs, although 
participating in the general curriculum in an inclusive 
classroom, often will have other nonacademic learn- 
ing needs that adults should address. These needs may 
be identified by parents, special education teachers, or 
related services professionals such as a speech thera- 
pist. You should learn about these other priorities by 
studying the student’s IEP and talking to parents and 
other professionals. 


6) Create a classroom list of important IEP goals and 
objectives for all students with disabilities in your 
classroom. A master list of goals and objectives for all the 
students with disabilities in your classroom, which is acces- 
sible and easy to review, will help you keep track of your 
learning priorities for these students. 
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Applications and Examples 


Before the beginning of an academic year (and in some schools, as the year is ending), many ge 
schools begin assigning students to their next grade. In schools where inclusion is commonly € 
practiced, students with disabilities or with other special needs will be assigned to their 
classes. Sometimes this occurs as part of the IEP planning process so that the student attends 

a classroom that parents and teachers believe will be most beneficial. 

When you know the students you will have in your class, special planning for those 
students should begin. You will need to consider (1) how they will be able to learn the same 
content as other students and (2) other special content they will need to learn. You will find 
that successful planning for these students will be best done through discussions with the 
special education teacher about each individual student. 











Keep in Mind 
Sometimes teachers believe that they are not adequately prepared to teach students with 
disabilities in their classrooms, and sometimes this is true. The first step in overcoming this 
issue is to know what the students should learn. Once you have determined this, then your 
challenge is to find the best way to teach them. 
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TO SUPPORT INCLUSION 





Rationale 


Person-centered plans (PCPs) are viewed as alternatives to traditional approaches to planning. 
They provide an informal approach to determine the best approach to creating meaningful, 
inclusive activities and routines for persons with severe disabilities. They are called person- 
centered because they do not rely on legal requirements, nor are they necessarily based on 
existing service models. Instead of documenting an individual's weaknesses, they seek to 
plan ways to support individuals in natural environments, including communities, schools, 
and classrooms. There are different types of PCPs. Three that are commonly recognized are 
Personal Futures Planning (Mount & Zwernik, 1988); Making Action Plans (MAPs; Forest & 
Lusthaus, 1987; Vandercook, York, & Forest, 1989); and Choosing Options and Accommo- 
dations for Children (COACH; Giangreco, Cloninger, & Iverson, 1998). Although somewhat 
limited, research has been supportive of person-centered planning. Research on COACH has 
demonstrated that professionals and parents believe it reflects many best practices for teach- 
ing students with severe disabilities (Giangreco, Cloninger, Dennis, & Edelman, 1993) and 
that it leads to the identification of valued life outcomes (Giangreco, Edelman, Dennis, & 
Cloninger, 1995) and one study found that participating in personal futures planning helped 
parents be more involved in their child’s IEP (Miner & Bates, 1997). 


Step-by-Step 


9 & Form a team. The team should include the indi- 
vidual with disabilities, family members, friends without 
disabilities, and general and special education teachers. 
During the planning sessions, all these individuals gather 
in one setting to discuss the educational and life needs of 

the individual with severe disabilities. 


What is the individual’ history? 

What is your dream for the individual? 

What is your nightmare? 

Who is the individual? 

What are the individual's strengths, gifts, and abilities? 
What are the individual’ needs? 

What would the individual’s ideal day at school look 
like and what must be done to make it happen? 


Te wmootoop 


Gs Use a facilitator (often a friend or family member) 
to coordinate the planning session(s). This individual 


begins by asking questions, encouraging open discus- 
sion, and writing down the key thoughts of those partici- 
pating. The facilitator should be a good listener and one 
who can encourage interaction among those participat- 
ing in the process. She is responsible for prodding group 
members to broaden their view of the community and 
also getting them to offer creative ideas that will allow 
the individual with disabilities to be a successful partici- 
pant in integrated settings. 


& Seven MAPs questions can serve as a guide to the 
discussion. These questions are presented one at a time 
by the facilitator: 


Applications and Examples 


&% After the facilitator asks each question, partici- 
pants are asked to respond. Participants’ responses are 
recorded by the facilitator. There are no rules as to what 
types of responses should occur. In fact, participants 
are encouraged to be creative, especially in discussing 
the individual’s potential and future and ways to foster 
inclusion. 


3) You should plan for 1 to 3 hours for sessions, and 
repeat sessions if needed. The conclusion of the MAPs 
session is a plan for more participation and inclusion by 
the student with disabilities, which can be presented in a 
daily schedule. 


4 Many students with severe disabilities, even when in inclusive classrooms, are not involved 
in the daily activities of their peers who are not disabled. They may be in an isolated part 
of the classroom, or may be supported by a one-to-one staff member or a paraeducator. By 


(228 PART III Chapter 11 


completing a person-centered plan, different ideas may emerge that will lead to a student 
being more involved. For example, the student could be supported by peers to participate 2 
in regular curricular activities using assistive technology devices such as an augmentative ¢ 
communication device, could join peers during mealtimes in the school cafeteria, could be *- 
engaged more in extracurricular activities and at the same time work on social skills, and 
could work on ambulation and mobility during physical education. 










Keep in Mind 
Person-centered planning is not a part of the legally required planning process, so it requires 
extra energy and commitment from key support persons if it is to occur. Unlike IEPs, PCPs 
are not legally binding, although they may be useful in informing the outcomes of formal 
plans like IEPs. Also remember that implementing the plans will take cooperation and com- 
mitments from several people and it may be necessary to convince them that these strategies 
are important. 
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PLANNING FOR BASIC SKILLS 
INSTRUCTION IN AN INCLUSIVE 






4 Strategy 11.6 


CLASSROOM 


Rationale 


The most common problem of students with disabilities and students who are at risk is a sig- 
nificant weakness in basic academic skills including reading, writing, and/or math. Students 
who demonstrate weaknesses in one or more of these areas at a young age often fall further 
and further behind their peers as they grow older. Without adequate acquisition of these 
skills, many students will have great difficulty acquiring more advanced knowledge and skills 
in academic content areas such as science and social studies. 

Research has demonstrated that more intense and frequent direct instruction often can 
help young students improve basic skills. Direct instruction requires that regular scripted 
interactions occur between the teacher and a small group of students with about the same 
level of ability. Additionally, students will need the opportunity for increased practice, and 
teachers should carefully monitor their progress in order to make decisions about the level 


and form of continued instruction. 


Step-by-Step 


ép Determine students’ current skill level. Teachers 
often assess the academic abilities and needs of students 
at the elementary level through end-of-grade testing or 
screening assessments. Using these assessments, teach- 
ers can identify students who are significantly behind 
their peers on academic skills. Teachers can then use 
individual diagnostic assessments to confirm specific 
weaknesses that will then be the target for remediation. 


@ Group students into flexible same-ability groups for 
instructions. Teachers should place students with simi- 
lar strengths and weaknesses into small groups of five to 
seven students for instruction. The groups should not be 
static. Teachers should move students between groups 
as performance data indicate changes in their skill level. 


& Use direct instruction methods to teach specific 
skills. Different formal, commercial instructional pro- 
grams, such as Reading Mastery, use direct instruction 
methods. Determine the program(s) used in your district 
for use in direct instruction. Your district may offer staff 
development sessions that will help you learn how to 
use direct instruction. You will need to plan to spend 20 
to 30 minutes each day on direct instruction with each 


group. 


& Supplement direct instruction with peer tutoring. 
Class-wide peer tutoring (CWPT) provides extra practice 
time for students to work in pairs on basic skills. Pairs 
of students take turns tutoring each other to reinforce 


concepts and skills initially taught by the teacher. The 
CWPT process requires that the teacher must instruct all 
students on how to tutor and must give students material 
appropriate for practicing skills. For optimum success, 
CWPT should occur three to five times per week. 


9 Supplement direct instruction with educational tech- 
nology. Individual students can work on developing 
basic skills by using educational technology. Many of 
these programs allow students to work on individually 
prescribed skills, provide a great deal of practice and 
feedback for students, and monitor students’ progress. 


6) Monitor students’ progress. Performance monitor- 
ing is important when focusing on basic skills. This pro- 
cess uses brief measures of performance (1 or 2 minutes) 
called curriculum-based measures to directly assess each 
student’s progress. Schools using direct instruction will 
usually have probe material available to collect perfor- 
mance data. Performance monitoring should occur once 
a week for each student, but it only takes a few minutes 
per student. 


& Plan for skill maintenance and generalization. As 
students show mastery of basic skills, teachers should 
advance them to higher-skill levels in the curriculum. 
Students should then practice previously learned skills 
in the classroom through different exercises so that the 
skills may be useful and applicable in different ways and 
at different times. 


BG 230 PART Ill 


Chapter 11 


Applications and Examples 


In inclusive classrooms where teachers must work with some students on basic skills, there g« 
will typically be a time when small groups of students huddle with the teacher to receive ¢ 
direct instruction. While the teacher is providing direct instruction to one small group, the 
other students may be working independently, practicing previously learned skills, or work- 
ing quietly on a group project for an instructional unit under the supervision of another 
teacher or an assistant. After the direct instruction for the small group is finished, the students 
return to the ongoing classroom activities. Another small group, working on different basic 
skills, then meets with the teacher for instruction. Once a week, such as on Friday, instead 

of pulling together the small groups, the teacher asks individual students to meet with her 
for a few minutes so she can administer a performance-monitoring assessment. The teacher 
records how the students perform on basic skills, such as sounding out letters, within a brief 
time period (such as 1 minute), and charts their performance on a piece of graph paper in 
order to watch their progress over time. 






Keep in Mind 
Providing direct instruction, using CWPT, and using prescriptive educational technology 
can be very powerful in improving students’ basic skills. The greatest challenge, however, is 
coordinating all such activities. This requires teachers to conduct a great deal of planning in 
order to have a smoothly operating classroom. 
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Strategy 11.7 


PLANNING FOR ACADEMIC CONTENT 


INSTRUCTION USING UDL PRINCIPLES 





Rationale 


When students with disabilities or students who are at risk learn academic content, they 
are often at a disadvantage. They may have difficulty attending to lectures and discussions 
and comprehending important concepts; reading assignments and comprehending what they 
read; and writing reports or taking written tests related to the instructional content. For these 
reasons, many students with disabilities either do not successfully participate in instructional 
activities to learn specific content or benefit only marginally from their participation. 

This situation frustrates many general education teachers. Sometimes they feel that stu- 
dents are not properly motivated to learn, and other times they feel that these students 
should not participate in general curriculum learning. However, neither of these is necessar- 
ily true. If academic content instruction is planned and presented correctly, many students 
who are challenged by academic content can benefit from instruction and accomplish a 


number of intended learning outcomes. 


Using the principles of universal design to plan instruction can facilitate the ability of 
students with disabilities to participate in meaningful classroom learning activities. The 
principles of UDL require that you consider a variety of ways to present material to students, 
consider different ways for them to show what they have learned, and consider unique ways 


to motivate them to be engaged. 


Step-by-Step 


a & Determine what students should learn. Identify the 


learning goals that all students should achieve by exam- 
ining your local or state general curriculum requirements 
for the content area of interest. What must students know 
and be able to do, and what is the order of learning? 
Decide the sequence of instruction and which learning 
goals students should achieve at what time. Remember 
the key elements of UDL. You will want to use various 
modes of presentation, allow alternate modes of responding, 
and encourage multiple ways of participation. 


@ Design instruction that is flexible. Your lesson 
should allow for a range of student preferences and abili- 
ties. For example, some students will require more con- 
crete materials when learning arithmetic skills and some 
can use virtual materials; some students will want to 
work alone and some will prefer to work with a partner. 


> Present information clearly and in various ways 
to increase comprehension. Your verbal presentations 
should always be as clear as possible in order to increase 
understanding by students. But comprehension can also 
be increased by using different media, including visual 
and physical displays, working with digital and hard 
copy reading material, clarifying difficult-to-understand 
information, and focusing on the “big ideas” within a 
lesson or written material. 


@ Incorporate appropriate educational and assistive 
technology into your instruction. There are a variety of 
instructional applications that can supplement your in- 
struction. Many of these programs are well sequenced 
and provide direct feedback to the learner based on 
his performance. Also, alternative materials such as 
audio books, text-to-voice software, and video presen- 
tations may facilitate learning. The Center for Applied 
Special Technology (http://www.cast.org/) is a valuable 
organization where you can find materials that can be 
accessible for all students. 


& Allow different forms of engagement by students. 
Students vary a great deal in how they best engage in 
learning. Some work well in cooperative learning groups, 
some in pairs, some alone. Some like to listen to a live 
person lead a discussion, others may wish to read the ma- 
terial independently, and still others may prefer to watch 
a DVD. Some students will prefer to write using pen 
and paper, others will use keyboards, and some would 
rather orally record their message or present information 
through their artwork. Consider how your students will 
prefer to engage in learning when arranging activities and 
allow enough different forms of engagement. 


6) Use formative evaluation to judge student progress. 
Although students may engage in different learning 
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activities, it is important to make sure they are learning 
critical content. To do this, mini-assessments, or probes, 
may be conducted once or more per week. For example, 
in a social studies lesson, teachers may ask most of the 
class to define key terms in writing, but may meet indi- 
vidually with some students to assess their knowledge 
orally. It is important that formative assessment occurs 
throughout the instructional unit so that adjustments 


performance at the conclusion of an instructional les- 
son. These are based on how successfully the student 


5 5 . 
was able to achieve the criteria called for in lessons or by ¢ 


i} 


the standard course of study. The assessment on which 
grades are based can take different forms. As long as it 
is valid, the student may demonstrate her knowledge 
through writing, reporting, or in other ways. The grades 
might reflect not only the learning that occurred but also 


may be made in instructional procedures if necessary. the student’s progress and engagement throughout the 


learning period. 
=a Use different forms of summative assessment. Grades oP 


should be used to report multiple aspects of student 


Applications and Examples 


The following is an abridged statement from an SCOS for sixth-grade social studies: 


The focus for sixth grade is on considering, comparing, and connecting those studies about 
the United States to the study of South America and Europe, including Russia. As students 
examine social, economic, and political institutions, they analyze similarities and differences 
among societies. 


To plan lessons to meet this standard so that all students with disabilities could partici- 
pate, the teacher might begin by thinking about the strengths of students and the materials 
and activities that would allow all students to participate. Readings, videos, and Power- 
Point presentations could be used. Some students might benefit from digital reading mate- 
rial, such as that available from CAST, that could be adjusted to their reading level. Then 
various activities could be considered that would allow for different groupings and different 
kinds of involvement that would keep all students engaged. Considering the major learning ¢ 
outcomes, the teacher could then devise formative and summative assessments that would 
allow all students to be fairly evaluated. 









Keep in Mind 
As you learn more about your students with special needs, you will learn more about their 
strengths and weaknesses. Your goals should be to find the best way to present information to 
them—and to all students—so that it is most comprehensible; to find activities in which your 


students will maintain a high degree of engagement, and to develop assessment procedures 
that will help you best determine what they have learned. 
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USING CBMTO MEASURE STUDENT 
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Rationale 


Curriculum-based measurements (CBMs) are progress-monitoring tools designed to directly 
measure academic skills. The value of CBMs and similar progress-monitoring systems is that 
they allow decisions to be made about changes in instruction before failure occurs. Curricu- 
lum-based measurements use repeated measures of student performance over time in order 
to note progress in the student’s performance. The measurement is based on the curriculum 
the student is working on. For example, if the student is trying to improve oral reading skills, 
the CBM measures oral reading; if the student is working on improving math computation 
skills, the CBM measures computational skills. The measurement is also direct. In the read- 
ing example, the teacher would listen to the student’ oral reading and make a record of 
the words read correctly and incorrectly; in the math example, the teacher might give the 
student a page of addition or subtraction problems and record the number of correct and 
incorrect answers. Research has shown that CBM has a high degree of validity and reliability. 
A student’ performance on CBM correlates with how well she will perform on standardized 


tests, on end-of-grade tests, and on other measures of academic achievements. 


Step-by-Step 


ap Identify the students and the learning targets that 
are to be monitored. Teachers can use CBM to measure 
the progress of any student on various tasks. However, 
CBM is most useful for measuring the performance of 
students with disabilities or students who are at risk on 
key academic areas. 


2) Identify measurement materials to be used, and 
evaluate their technical quality. The most common use of 
CBM is for basic reading skills; however, teachers can also 
use CBM to measure other skills, including writing and 
math skills. Some researchers also use CBM to measure 
performance on academic content at the secondary level. 
Several commercial measurement systems are available. 
You can examine several of these at the Website of the 
National Center on Student Progress Monitoring (www 
.studentprogress.org). At this same Website, you can also 
find information about the technical quality (the validity 
and reliability) of the measurement tools. 


&) Administer the assessments, score, and graph the 
outcomes. If the students have disabilities or are at 
risk, the teacher should administer the measures once 
or twice a week. Most measures take only one or a few 
minutes to administer. It is extremely important that the 
teacher administer the measures in the same way and 
for the same amount of time at each occurrence. Only 
in this way will the observed outcomes maintain their 
reliability and validity. The teacher records and graphs 
the results of the student’s performance each time a mea- 
surement is taken. 


& Compare outcomes to target outcomes. Many 
school districts maintain the norms of the performance 
of students without disabilities at the end of the year on 
the CBMs. If this is the case, the goal will often be for 
the targeted student to reach this point by the end of the 
school year. By drawing a line from the beginning level 
of performance (i.e., the baseline) to the desired outcome 
across the 36 weeks of the school year, and by noting 
whether or not performance is keeping up with the tar- 
get line, the teacher can monitor whether or not prog- 
ress is sufficient for a particular student. For example, 
the target line may indicate that every week the student 
should be able to read two to three more words correctly 
(see Figure: 115), 


5) Evaluate and modify instructional approaches. If 
adequate progress is not occurring, the teacher should 
make changes in the instructional process. This could 
include a change in skill instruction, the amount of 
instructional time, the size of the instructional group, 
the instructional materials, the educational technol- 
ogy program, or the reinforcement strategies. When a 
teacher makes a change, he should make a notation on 
the chart in order to determine whether progress has 
improved. If not, then the teacher should attempt sub- 
sequent changes. 


6 Continue to measure student progress. Over the 
course of the school year, the teacher should continue to 
monitor the student’s progress and make any necessary 
changes. 


BR 234 part ill 


Chapter 11 


Applications and Examples 


Direct measurement should occur once or twice a week. As mentioned in step 4, the teacher 
should then compare the student's outcomes to the target outcomes. The teacher places the 
measured outcomes on a piece of graph paper in order to see the student’ progress (see 
Figure 11.5). On that same graph paper, the teacher draws a line to indicate the student’ 
learning target. By comparing the student’ progress to the target, the teacher (as well as the 
teacher assistance team, the parents, or other key persons) can determine whether or not to 
continue with the same instructional procedures (if adequate progress is being made), mod- 
ify the instruction (if progress is not sufficient), or move on to a higher target (if progress 
exceeds the current target). To create a CBM for a particular skill, the teacher develops brief 
oral or written tasks for the student that last about 1 or 2 minutes. Then the teacher (or 
an assistant) sits one-to-one with the student and gives the student the brief task (which 
is sometimes called a probe). For example, the student reads for 1 minute from grade-level 
text, while the evaluator marks the words the student misses on a separate data-collection 
sheet. After the reading session is finished, the teacher counts the number of words read 
correctly and the number read incorrectly and records the student’s performance on a piece 
of graph paper such as in Figure 11.5. 


Keep in Mind 

For CBM to be useful, the teacher must measure the academic skill on a regular basis. Then 
the teacher must examine the data (as presented on the graph in Figure 11.5) and make 
decisions about whether or not adequate progress is occurring. If it is not, then a change in 
instruction may be necessary to improve performance. 
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Strategy 11.9 


DEVELOPING A PERSONALIZED 
GRADING PLAN 





Rationale and Research 


Many students with disabilities will not earn acceptable grades based on traditional grading 
systems. Their daily grades and report cards will often indicate that they have failed or at least 
are below average in their performance. Most grades used in public schools are assumed to 
be norm-referenced; that is, the grades report the status of a student on a particular academic 
skill in relation to other students. Those who are well above the average earn an A or a B: 


those below earn a D or an FE 


It stands to reason that most students with disabilities or students who are at risk 
will have below-average grades when considering the population of all of the students in 
a school. If they did not, it is doubtful that they would be designated with disabilities or at 
risk. Therefore, what useful purpose comes from giving them a grade based on their perfor- 
mance as it relates to other students, when that grade is usually already highly predictable? 
Such grades not only tell us little about the students or their work but they can also serve to 
reduce the students’ confidence and punish their efforts to achieve standards that may be 
very challenging for them. For all of these reasons, educators have developed personalized 


grading plans (PGPs). 


Step-by-Step 


@ Review school district policies on adaptive grading. 
Many school districts have developed clearly articulated 
adapted grading standards for students with disabilities. 
You should inquire about these and determine processes 
used for grading before giving students assignments that 
you will evaluate. If the school district does not have its 
own adapted grading policies, you may work with your 
school administration and fellow teachers if you think 
one is necessary. 


@ Decide if adaptive grading is necessary. If teachers 
can provide accommodations or supports in curriculum 
and instruction for students with disabilities, adaptive 
grading may not be necessary. The teacher should dis- 
cuss this issue with the other teachers, parents, and stu- 
dents, who may feel that the playing field has already 
been sufficiently leveled and no change to the grading 
process for other students is necessary. 


e Decide on the purposes of grading. Teachers, par- 
ents, and students should discuss what they believe 
grades should mean and come to a common under- 
standing about their meaning. Unless all can agree on 
what information a grade should convey, then it will 
be difficult to create a personalized grading plan for a 
student. 


4) Examine learner characteristics in the context 
of classroom demands. It is important to know the 


requirements in the classroom that will be especially 
challenging to the student, given her particular strengths 
and weaknesses. One outcome of this process may be the 
identification of an accommodation that might help the 
student succeed in areas that are known to be difficult. 


eo Review current class-wide grading practices, and 
decide if a grading adaptation would be helpful. By 
knowing about specific student weaknesses and the 
class-wide grading practices for forthcoming assign- 
ments, teachers, parents, and students can determine 
their probable impact on the students’ grades. If the im- 
pact is significant, they may then decide that adaptive 
grading would be appropriate, in that it might lead to a 
higher and more meaningful grade. 


6] Determine the grading adaptation to be used. A 
PGP may include adaptations in grading both for in- 
dividual daily work and assignments, and for report 
cards. Adaptations may vary depending on what is 
agreed on, but the most commonly used PGPs base 
grades on (a) progress on specific IEP objectives; (b) im- 
provement in performance over time; (c) performance 
on select, prioritized content and assignments; (d) cor- 
rect procedure use despite an incomplete assignment or 
test or, similarly, demonstration of a high level of ef- 
fort although not achieving a desired outcome; or (e) a 
modified grading scale. 
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Applications and Examples 


When many students with disabilities advance to more rigorous subject matter, they have ( 
difficulty—not because of the material, but because they lack some of the basic skills nec-  “« 
essary to perform well. For example, a student in an eighth-grade Algebra I class might 
have insufficient basic arithmetic skills (memorization of basic facts in addition, subtraction, 
multiplication, and division). One approach to this problem is to provide the student with 
a calculator (an accommodation) so that he could work the more complex math problems 
without relying on memorized facts. However, as trends change, many math teachers are 
now moving away from the use of such devices, and even though the student has a unique 
need, the teacher might not feel that the calculator is the answer. 

A teacher might develop a PGP that incorporates two adaptations. For example, the 
teacher could grade based on the extra effort of the student to learn basic math facts during 
the year, so the student could apply those to the algebra problems. The teacher could also 
reduce the number of problems required until the student’s speed became more comparable 
to other students’. 












Keep in Mind 
The IEP team must specify grading adaptations on an IEP, and grading adaptations should 
coincide with other curricular and instructional adaptations. In the preceding case, a calcula- 
tor may have actually eliminated the need for an adaptive grading plan. It is also important 
at the secondary level to consider postsecondary plans of the student. Grading adaptations 
will not be recognized by some postsecondary institutions. Finally, it is important to keep the 
issue of fairness in mind. If the adaptation is viewed as creating an unfair advantage for the 
student, it will not be well accepted. 
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KEY TOPICS 


After reading this chapter you will: 





| ® Know what to expect with regard to 
cultural and linguistic diversity in 
public school classrooms. 





| © Be able to describe the principles 

| and practices that support effective 
instruction in culturally responsive 
classrooms. 


| 


e Understand a series of guided, step- 
by-step interventions and practices 
to help you meet the needs of 
students from diverse backgrounds 
in your classroom. 
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A VIEW FROM THE TEACHER 


Navigating Cultural Responsiveness at Heritage High School 


Melanie Buckley knows that cultural diversity is not just an urban issue. As an English teacher and 
department chair at Heritage High School in suburban (Some may even say rural) Leesburg, Vir- 
ginia, Melanie has observed that too many students from culturally and linguistically diverse (CLD) 
backgrounds have difficulty meeting academic and behavioral standards. This is a major challenge: 
Approximately 45% of the Heritage student population comes from CLD backgrounds, with sub- 
stantial numbers of students (over 10%) from Hispanic, African American, and Asian backgrounds. 

Melanie has considerable teaching experience at both the high school and community college 
levels. Her experience has taught her that “all teachers must be culturally aware and culturally re- 
sponsive. This means that teachers must be cognizant of their students’ lives outside of school, 
actively learning of their varied cultural backgrounds and the media-saturated popular culture contexts 
in which they live.” She and her team have initiated a number of professional development activities to 
assist teachers at Heritage. These activities—known as purposeful pedagogy—have helped teachers 
connect elements of the secondary curriculum to the lives of their students from CLD backgrounds. 
One of the curriculum development sessions, “Beyond Dead White Men and Why You Should Diver- 
sify Your Literature Curriculum,” was useful and popular with the faculty of the English department. 

Melanie recognizes that professional development for teachers must be supplemented 
by specific actions that engage students and families from culturally and linguistically diverse 
backgrounds. Recognizing that school personnel need consistent family support to address the 
learning needs of their students, Melanie and the Heritage team developed “Success Nights,” a 
strategy to involve families that had a history of limited contact with the school. To engage these 
families, the team used Success Nights to recognize the accomplishments of students and show- 
case how modest achievements could serve as a foundation for greater academic and social suc- 
cess. In addition to recognizing student accomplishments, guest speakers presented important 
topical information in an accessible, jargon-free fashion. Instead of being formal and authoritative, 
Success Nights were social occasions for community team building and letting families know that 
their input was welcome and needed by the school faculty and administration. 

Melanie and her colleagues know that being culturally responsive requires problem solving 
and experimentation. For example, after reviewing the Heritage standardized test data, it was 
discovered that a disproportionately high number of students from the English language learner 
subgroup did not achieve acceptable levels of academic performance. Recognizing that merely as- 
signing rnore work would not address the challenge, Melanie and the Heritage team wrote a grant 





MW 242 Part ill 


MyEducationLab 
Visit the MyEducationLab 
for /nclusion to enhance 
your understanding of 
chapter concepts with 

a personalized Study 
Plan. You'll also have the 
opportunity to hone your 
teaching skills through 
video and case-based 


Assignments and 
Activities, Building 
Teaching Skills and 


Disposition lessons, and 


IRIS Case Studies. 









Pause & Reflect 


Our choice of the words we use to describe ourselves 
is one way we define our identity. Take a moment and 

list every word that you would use to describe yourself. 
Include words that define your physical characteristics, but 
be sure to go beyond that and list words that describe who 
you are and the various roles you play. Share your list with 
a peer, and discuss your commonalities and differences. 
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proposal to examine various ways of motivating this group of learners. A similar group process was 
used to devise a series of ways to increase homework completion among these same students. 

Melanie recognizes that far too many students from diverse backgrounds struggle to meet 
academic expectations. This results in an achievement gap between these students and European 
American students and higher dropout rates and special education placements for students from 
CLD backgrounds. Through understanding, reflection, and creative experimentation, Heritage High 
School remains committed to navigating the intersection of ethnicity, language, and disability, and 
enhancing cultural responsiveness across all aspects of the school community. 





Introduction 


Imagine that you are about to begin working in an inclusive school with students who are 
from diverse backgrounds. In most schools, you will have a significant number of students 
who come from homes of poverty, and many students of color. Unfortunately, as Melanie 
Buckley observed in the opening vignette for this chapter, many of these students likely will 
be behind in both reading and/or mathematics on state assessments (NCES, 2010). Some of 
these students will be learning English as a second language, others will have disabilities, 
and some will qualify for gifted and talented programs. Such a diverse classroom context 
challenges the skills of any teacher who is committed to ensuring that all students achieve 
at high levels. Success will require finding ways to engage students who may be resistant to 
learning. Success will also require meeting the individual needs of each student with special 
needs and finding ways to communicate with students and families whose backgrounds 
vary considerably from yours. 

There is a widespread misconception that diverse schools exist only in urban settings. 
Heritage High School, in Leesburg, Virginia, is one of many schools that suggest other- 
wise. In fact, the population of the United States is changing rapidly and dramatically, 
and understanding the needs of culturally and linguistically diverse (CLD) learners is 
critical to the success of teachers in all settings, particularly teachers with a commitment 
to inclusive education. Indeed, students with disabilities are just as diverse as—and in 
some cases more so than—the general population of students. Many students with dis- 
abilities are thus from diverse cultures and ethnic groups (i.e., non-European American 
backgrounds, where standard English is often not spoken in the home), as well as from 
low-income families. 

To better meet the needs of students with disabilities from diverse backgrounds within 
inclusive schools and classrooms, all teachers should: 


¢ Understand their students’ cultural and language backgrounds. 

¢ Learn how they can adapt their teaching based on information about students’ cultural 
and language backgrounds. 

¢ Provide supports to ensure each student’s success, and that each student is involved as an 
active participant in the academic and social community of the school (Banks et al., 2005; 

Gay, 2010; Ginsburg, 2005; Irvine, 2002). 


In this chapter, we begin with a description of 
students from diverse backgrounds, and what you can 
expect as you teach these students in an inclusive class- 
room. Understanding your own background provides 
a context for reading about and understanding the 
experiences of students from diverse backgrounds that 
we discuss in this chapter. Before reading the rest of the 
chapter, take a moment to reflect on your background in 
the “Pause & Reflect” exercise. 
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Students from Diverse 
Backgrounds: What to 
Expect 


Are today’s students different from the 
students who entered school 15 to 20 years 
ago? Are schools more diverse? To answer 
these questions we'll need to examine how 
individual characteristics of the student popu- 
lation have changed and continue to change. 


What to Expect 
Regarding Student 
Diversity 


Throughout the history of the United States, 
a substantial majority of the population has 
been European American (although we use 
this term, the U.S. Census Bureau and the U.S. 
Department of Education use the term non-Hispanic Whites). This is rapidly changing, especially 
among school-aged students. Currently, just over 25% of all students are European American 
in California (NCES, 2010). In nine other states (Arizona, Florida, Georgia, Hawaii, Louisiana, 
Maryland, Nevada, New Mexico, and Texas), the majority of students are from non-European 
American backgrounds. Many other states have a large proportion of students from non- 
European American backgrounds, as about 45% of all students are from diverse backgrounds. 

The number of students who speak a language other than English at home continues to 
increase rapidly across the United States. Today, 1 of every 5 school-aged students (almost 
11 million students) speaks a language other than English when they are at home, and about 
1 in 10 students is designated as an English-language learner (ELL) and entitled to general 
educational services to address his limited-English proficiency (LEP) (NCES, 2010). As the 
number of second-language learners increases, the need 
for services will also increase, and the majority of teachers 
entering the profession will need to be prepared to meet 
those students’ needs. Indeed, this is already true in some 
states. For example, in Florida, all teachers are required to 
have proficiency in addressing the needs of students who 
are English-language learners. 

The poverty rates in the United States may surprise 
you. About 15 million children under 18 years of age live 
in families with incomes below the federal poverty level 
(Chau, Thampi, & Wright, 2010), an increase of 33% 
since 2000. Even more problematic is how ethnicity is 
intertwined with poverty, as disproportional percentages 
of African American, Hispanic, and American Indian 
children live in poor families (Chau, Thampi, & Wright, 9% 
2010). Figure 12.1 gives additional information on ethnic 





Students with disabilities come from a diverse range of cultural, language, and 
ethnic backgrounds. 
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What to Expect Regarding 
Diversity in Special 
Education 


Understanding the intersection of ethnicity, language, and 
disability is important, but this issue goes deeper than 


Statistics on Children Living in Poverty by Ethnicity 

in 2009 

Source: Data from M. Chau, K. Thampi, & V. Wight (2010). Basic facts 
about low-income children, 2009. The National Center for Children 

in Poverty. Retrieved January 10, 2011, from http://www.nccp.org/ 
publications/pub_975.html 
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About Student Diversity and Disability 


What percentage of school- European American 55% f 


aged students in the United Hispanic 21.5% 
States are from different ethnic African American 17% 


groups? 


Asian/Pacific Islander 5% 
American Indian/Alaska Native 1% 


What is the prevalence of ¢ Homeless 30 to 40% 
disability by diversity factors? ¢ Foster care 16% ; 
That is, what percentage of all © English-language learner 8% E 
students from each group is e American Indian/Alaska Native 12.5% : 
identified with a disability? e African American 11.3% 
e Hispanic 8.6% 
e European American 7.7% 
e Asian/Pacific Islander 4.5% 
Are there differences in e Substantially more African American and American Indian/Alaska Native 


ethnicity by disability category? students are identified with disabilities than are students from other ethnic 


groups. 

e African American and American Indian/Alaska Native students are 
overrepresented in the categories of intellectual disability, learning 
disability, and emotional and behavioral disabilities. 


How do graduate and dropout ¢ Overall, 52% of students with disabilities graduate with a regular diploma. 
rates compare for different This includes 61.5% of European Americans, 39.2% of African Americans, 


ethnic groups? 


47.1% of Hispanics, and 49.4% of American Indian/Alaska Natives. The 
dropout rate for students with disabilities by ethnic background is 4.8% of 
European American students, compared to 14.6% of American Indian/Alaska 
Native students, 9.9% of African American students, and 18.3% of Hispanic 
students. 


Where are students educated? ¢ African American students with disabilities are the least likely of any ethnic 


group to be educated in a general education classroom. Of these students, 
49% are educated in separate settings for much of the school day, compared 
to 38% of European American students. 

African American students with disabilities are also more likely than other 
ethnic groups to be educated in a separate class or separate school setting. 


Who is living in poverty? e Students with disabilities are more likely to be poor than are students in the 


general population. 
About 25% of elementary and secondary students with disabilities live in 
poverty, compared with 21% of the general population. 


ETAT LEE LLL LN ITT ESE BFS EDEL ETE TET DE SSE ALLL ERLE LE LEDS DID LDA DL LDP, PPLE LEIP STEEL NEL EL EELDE LEIDEN DLE ELLIE LLIN LL LILLIE ALLL ELLA LONE LEILA LEELA DELETED LILLE LL ILE, 


overall statistics. Some groups of students are overrepresented in special education. This 
means that for some demographic groups, the proportion of students identified for special 
education is higher than the proportion of that group in the general population. Specifically, 
African American and American Indian/Alaska Native students with disabilities are overrep- 
resented in the learning disability, intellectual disability, and emotional and behavioral dis- 
ability categories (U.S. Department of Education, 2011). Overrepresentation of these students 
has been a longstanding issue and concern for special educators (Skiba, Simmons, Ritter, 
Gibb, Rausch, Cuadrado, & Chung, 2008). 

Further complicating this issue are the specific student placements and outcomes for 
different demographics. The ethnicity or language of a student strongly influences their 
classroom placement. For example, African American, Hispanic, American Indian/Alaska 
Native, and ELL students with disabilities are more likely to be taught in separate classrooms 
or schools than students who are European American or Asian and Pacific Islander (Skiba, 
Poloni-Staudinger, Gallini, Simmons, @& Feggins-Azziz, 2006). Additionally, although all 
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students with disabilities have low graduation rates, Hispanic, American Indian/Alaska 
Native, and African American students with disabilities have substantially lower gradua- 
tion rates than do European American students (U.S. Department of Education, 2010). See 
“Just the Facts” for more information regarding diversity and students with disabilities. 

The population of students entering classrooms today differs substantially from students 
in the 1990s, and this diversity is predicted to further increase in the future. Moreover, the 
disproportionate number of these students with disabilities necessitates that educators adapt 
their inclusive classroom practices to meet the particular needs of students from diverse 
backgrounds. This need becomes especially obvious when examining the low academic 
achievement levels and the higher-than-expected dropout rates for many of these students, 
including both those with and without disabilities. 


What You Need to Know about Student 
Diversity and Academic Achievement 


As the opening vignette with Melanie Buckley revealed, a significant achievement gap was 
found at Heritage High School, as a large number of students from diverse backgrounds 
did not meet performance standards. Unfortunately, this finding is common across many 
schools. For example, the U.S. Department of Education (NCES, 2010) reports that although 
the achievement gap has narrowed in reading and mathematics, European American stu- 
dents continue to score at higher levels than students from Hispanic and African American 
backgrounds. This is illustrated by the results from the 2009 administration of the California 
Standards Test, which revealed large differences in student proficiency by subgroup for third- 
grade students. In English/language arts, 29% of Hispanic and 29% of African American 
students were rated proficient or better, compared to 63% of European American students 
(Kids Data, 2009). Similar achievement gaps were found for high school students in math- 
ematics. Perhaps even more troubling, only 20% of students designated as English-language 
learners were at or above proficiency. 

These gaps also are reflected in the number of students who drop out of school before 
graduation. For example, in 2008, the percentage of 16- to 24-year-olds who were not en- 
rolled in school and had not earned a diploma was 4.8% for European American students, 
9.9% for African Americans, 18.3% for Hispanics, and 14.6% for American Indian/Alaska 
Native students (NCES, 2010). Data on students with disabilities’ graduation rates reveal 
that about 52% of these students will graduate from high school with a regular diploma 
(U.S. Department of Education, 2010). Graduation rates for European American students 
with disabilities were 61.5%, but were considerably lower for African American (39.2%), 
Hispanic (47.1%), and American Indian/Alaska Native (49.4%) students. 

Poverty also poses a serious challenge to children’s potential for success in school. 
Growing up in poverty can negatively impact children’s mental and behavioral development 
as well as their overall health, which can make it more difficult for them to learn (Darling- 
Hammond, 2010). As such, the achievement gap is often pronounced for students living in 
poverty. To illustrate, data from the National Assessment of Educational Progress (NCES, 
2010) reveal that students in grades 4 and 8 in high-poverty schools from across the United 
States score substantially lower in reading and mathematics than do students from low- 
poverty schools. 

Given the diversity that currently exists in classrooms across the United States, no mat- 
ter where you teach, you will have a diverse range of students in your classroom. If you 
teach in a state that is highly diverse (e.g., Arizona, California, Florida, Georgia, Hawaii, 
Louisiana, Maryland, Nevada, New Mexico, and Texas), the majority of your students may 
well be from diverse backgrounds, including those with disabilities. This level of diversity 
makes it especially important that all teachers who teach in inclusive classrooms know ef- 
fective principles and practices for addressing the needs of all students. Although many of 
the practices that we describe throughout this text will often work well with students from 
diverse backgrounds, in this chapter we provide descriptions of practices that are especially 
effective for students from culturally and linguistically diverse backgrounds. 


MM 246 PARTI Chapter 12 


It is important that 
teachers understand 
the cultural, ethnic, and 
language backgrounds 
of their students. 


Principles and Practices to Support 
Effective Instruction 


As you may know, the diversity that exists in the student population does not exist in the 
teaching force. According to data from the National Center for Educational Statistics (2010), 
the teaching workforce in the United States is largely European American (83%) and female 
(75%). Furthermore, the percentage of non-European American teachers has increased, but 
only by about 2% between 1999 and 2008. 

This lack of diversity in teacher backgrounds creates a demographic divide in many 
schools. Consider that although 45% of all students are of African American, Hispanic, 
Asian, and American Indian/Alaska Native descent, only 17% of their teachers are from 
similar backgrounds (NCES, 2010). This problem is even more extreme in some states, and 
in many of the nation’s largest school systems. 

In presenting these data, we do not mean to suggest that teachers from the majority cul- 
ture cannot successfully teach all students. This is certainly not the case. However, it is impor- 
tant that the teacher workforce include at least a reasonable proportion of teachers who share 
the cultural and language experiences of their students. These teachers can serve as a rich 
resource for other teachers and ensure that the diverse backgrounds of students are used to 
enrich the lives of everyone in the school. Regardless of background, all teachers must bridge 
the demographic divide by learning about students’ backgrounds and experiences, and how 
these cultural experiences influence student achievement and behavior in school. 


How Teachers Establish Connections 
across the Demographic Divide 


A critical issue related to our ability to accept and teach persons from different cultural 
groups is whether we view differences as typical and acceptable. All too often, many of 
us perceive difference as a way of dividing people into two groups: those who are typical 
(similar to me) and those who are atypical (different from me), rather than seeing human 
variation along a continuum (Baglieri @ Knopf, 2004). We view those who are most like us 
as being within an acceptable range of typical behavior, while those who differ from us in 
ways we view as important are viewed as atypical (or even “abnormal”). For most people, 
these perceptions are implicit feelings. Try a little experiment to help you think about your 
perceptions of “typical” and how hard it is to alter perceptions. 

Cross your arms across your chest in the way that you habitually cross them. Notice 
which arm is on top. Now cross your arms so that the other arm is on top. Many people find 





() 
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this so “atypical” that it takes several tries to cross their arms in the nonhabitual way, but 
there is nothing inherently “typical” about having one’s left (or right) arm on top. Yet even 
when you know that there is nothing atypical about the new position, it feels weird. Without 
deliberate intention, you will habitually return your arms to their accustomed position. 

In school, teachers often define “typical” and thus acceptable students as those who 
come prepared to behave in particular ways and to handle a specific type of academic struc- 
ture. A number of culturally specific behaviors have been identified that often challenge 
teachers (Lewis & Doorlag, 2011). Consider whether the following behaviors, which are 
“typical” behaviors within specific cultural contexts, might seem problematic for you: 


* Students talk out, often talking over you or other students in a form of communal participation. 
¢ Students are very reticent to participate, or to ask and answer questions. 
* Students come to school or school functions late. 


European American, middle-class teachers who have spoken English from birth may 
expect all students to exhibit behaviors such as taking turns speaking in class, looking 
teachers in the eye when reprimanded, and asking questions when they don’t understand. 
Yet, each of these behaviors is outside the norm for one or more cultural groups. This can 
mean that the teacher perceives actions that fall within the norms for a certain student’s 
culture as atypical, and perhaps unacceptable. 

These implicit judgments can lead teachers to blame students or their families for lack 
of success in school, disrupting their connections with students and creating barriers to 
success. It’s important to keep in mind that “what we learn through our culture becomes 
our reality, and to see beyond that is often difficult” (Chamberlain, 2005, p. 199). When a 
teacher’s cultural assumptions lead to the conclusion that a student’s academic or social behavior is 
outside the norm of appropriate, the teacher may make well-intended decisions that undermine the 
student’s educational success. 


What Is Culture and Why Is It So Important? 


Culture is a concept that helps teachers understand the implicit evaluations they make and 
the reasons behind some of the student behaviors that “seem” atypical or abnormal. Culture 
has been defined as “the values, traditions, worldview, and social and political relationships 
created, shared, and transformed by a group of people bound together by a common his- 
tory, geographic location, language, social class, religion, or other shared identity” (Nieto 
& Bode, 2008, p. 171). As this definition suggests, culture is dynamic, or changing, and is 
created or socially constructed by those who participate in it. Culture has also been referred 
to as an iceberg (Oetzel & Ting-Toomey, 2006). The part that we see and hear on the sur- 
face includes such variables as dress, music, food, and language. What is below the surface 
includes the deeper culture such as traditions, beliefs, values, norms, and worldviews. It 
is this invisible part of the iceberg that can confuse people as they interact with different 
cultural groups. 


Some Examples of Cultural Norms in School 

Culture can influence how students interact in schools, especially students who are new 
to the United States. Dimensions of culture include styles of communication and interac- 
tion, concepts of self, behavioral expectations and management styles, time, and spatial 
proximity (Oetzel & Ting-Toomey, 2006). It is important to note that cultural dimensions 
are not characteristics that students either have or don’t have but are aspects that fall along a 
continuum (Salend & Duhaney, 2005). For example, some groups tend toward an individual- 
ist orientation in their culture and communication style, but others tend toward a collectivist 
orientation. Individualist cultures emphasize individual achievement and initiative and pro- 
mote self-realization (Gudykunst & Kim, 2003). Students in individualist cultures typically 
are motivated by individual recognition. For such students, the teacher might create a public 
display of achievement by hanging stellar student work on the wall. A common manifesta- 
tion of this orientation in schools is the selection of a citizen of the week. 
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In collectivist cultures, working for the common good is more highly valued than indi- 

vidual achievement. Students from collectivist cultures may prefer to work in groups, and 

each member's contribution is judged “successful” only to the degree that it enhances the 

whole group. Individual awards, praise, or displays of accomplishment may not motivate 

individuals from collectivist cultures; instead, they may be motivated by group productivity 

and accomplishment (Trumbull, Rothstein-Fisch, Greenfield, 2000). Although cultural 

groups have tendencies toward individualism or collectivism, these cultural traits fall along 

a continuum, and all cultures have both individual and collective traits. In addition, indi- 
viduals within cultures differ with regard to these traits. 

Cultural tendencies impact the way students participate in education. Figure 12.2 
describes several classroom situations and some cultural dimensions to consider. This 
figure will help you see how a teacher might misinterpret the behavior of a student from 
a diverse culture. Cultural differences may cause educators to inaccurately judge students 
as poorly behaved or disrespectful. Consider also that as effective professionals, teach- 
ers must be culturally responsive and accept responsibility for learning about cultural 
differences and helping build bridges between home and school cultures. Because cultural 


y 


Cultural Perspectives on Education 


Classroom Situation 


Cultural Dimension: 


Cultural Dimensions to Consider 


Styles of Communication 





-—- 


A student nods his head “yes” when asked in front 
of the whole class if he understands the solution to 
the math problem. Yet the student clearly did not 
understand the concept as he is unable to even 
successfully complete any problems on an individual 





practice assignment. 


Consider that the student comes from a culture where he 
would be embarrassed to admit that he did not know the 
answer. Direct communication and “calling attention” to indi- 
viduals may not be encouraged. The teacher could wait and 
ask the student, individually, to show him how to solve the 
problem or use response cards during small group. 


Cultural Dimension: Concept of Self 





Students in a small group are asked to play “Jeopardy” 
as a way of solving social studies questions. The winner 
will receive an award and be allowed to choose a toy 
from the class store. Lucia, a student from the Ukraine, 





does not attempt to answer any of the questions. 





Consider that the student comes from a culture that promotes 
collaboration and collectivism. The nature of the competition 
may make this student uncomfortable. The teacher could set 
up small teams to work together in answering the Jeopardy 
questions. 


Cultural Dimension: Management Style 





A new student arrives from Central America. The 
teacher uses a lot of cooperative learning strategies in 
the classroom. The student seems confused and does 
not want to leave his desk. 





Consider that the student came from a class where the 
teacher lectures and the students’ roles are more passive. 
The teacher can use a buddy system to help the new student 
adjust to more “open” classroom activities. 











Cultural Dimension: Time 











A student arrives to class late and without his 
notebook. He’s visibly upset. His friend offers to let 
him borrow a notebook, but the student refuses and 
remains distracted throughout the class period. 








Consider that the student comes from a culture that has a 
monochromic perspective. Time commitments are taken very 
seriously and so is personal property Borrowing or lending is 
seen to intrude on privacy. 








Cultural Dimension: Proximity 





A new student who speaks very little English is having 
a problem getting along with the other students. He 
has fights on the playground every day, which he 
seems to provoke by constantly touching the other 
boys. 


Consider that the student comes from a culture where it is ap- 
propriate to get close in personal space and touch each other. 
The other students do not feel comfortable with the close 
proximity and touching and respond with anger. The teacher 
needs to speak to the students about personal space and 
encourage students to express their comfort with proximity. 
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differences are implicit, students may have a great deal 
of difficulty perceiving that their actions are inconsistent 
with teacher expectations and may find themselves rep- 
rimanded by teachers but fail to understand what they 
did that caused concern. 


Becoming a Culturally 
Responsive Teacher 


Culturally responsive teachers are simultaneously curious 
about culture and introspective (Irvine, 2003; Stormont, 
2007). They know that culture affects people’s perceptions, 
knowledge, and interactions, and that the impact of cul- 
tural assumptions is often implicit. These teachers strive to 
learn more about themselves, what they believe, and how 
their beliefs and experiences influence their perceptions of 
and interactions with students and their families. 





Cultural background can influence how students interact and work 
together in school. 


Learning about Culture and Difference 
No teacher will possess comprehensive knowledge about all of the possible cultures, lan- 
guages, disabilities, and economic influences on learning. A teacher’s underlying curios- 
ity about individuals, culture, and difference is vitally important (Banks et al., 2005). As 
Melanie Buckley noted in the opening “A View from the Teacher” feature in this chapter, 
“All teachers must be culturally aware and culturally responsive. This means they must be 
cognizant of their students’ lives outside of school, actively learning of their varied cultural 
backgrounds.” A teacher who is culturally curious and responsive recognizes that all people 
are influenced by their background, culture, and experience, and that variations within 
cultures are as significant as variations across cultures. 

While we are all inevitably influenced by our culture, the pervasiveness and domi- 
nance of one’s own culture (European American, heterosexual, middle-class for a large pro- 
portion of teachers) can make certain cultural characteristics invisible to many who have 
grown up inside that culture. Remember your response to the “Pause & Reflect” exercise 
that addressed understanding your own background. If 
you are female, your list may include sister, friend, soror- 
ity member, runner, good student, motivated, strong-willed. 
Look back at your list to see if you also listed any de- 
scriptive words such as White, middle class, monolingual, 
heterosexual, Christian, European American. Persons from 
European American, middle-class backgrounds seldom 
include these terms when describing themselves, sug- 
gesting parts of their culture may be invisible to them. 








Pause & Reflect 


Are certain parts of your culture largely invisible to you or 
taken for granted? Discuss with a friend or classmate from 
a different cultural background how this might influence 
your interactions with friends or your interactions with 
students in a classroom. Why is it important for a teacher 
to recognize these aspects of her culture? 


Reflecting on Your Beliefs 
Working effectively with students from diverse backgrounds requires you to constantly ques- 
tion your reactions to students and their families and to check the human tendency to judge 
different as atypical and unacceptable. This is difficult to do. Recall how weird it felt to cross 
your arms in an uncharacteristic way. Even though you know (a cognitive reaction) that there 
is nothing abnormal about putting the opposite arm on top, it still feels weird (an affective 
reaction). Suspending judgment and blame means constantly questioning your reactions to 
determine when cultural difference might be a factor in your interactions with students. 
Unfortunately, there are no road signs to tell you when you are likely to encounter a cultural 
incongruity with students or with parents. Suspending judgment means you constantly scan 
your environment through a cultural lens, looking for the possibility that culture could explain 
a challenge you are facing. Additionally, suspending judgment means you question yourself to 
identify possible stereotypes that might undermine your expectations for students. 
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Demonstrating Care 


Most people become teachers because they care about children and youth. For culturally 
responsive teachers, care means developing comprehensive knowledge about students and 
their lives so that you are able to link new learning to prior experience and use students’ 
strengths to build their capacity to achieve (Gay, 2010). It also means being tough when you 
need to be. Teachers who care treat students with respect, require them to treat others with 
respect, perceive them as capable, and accept them unconditionally, even as they help them 
change undesirable behavior (Ross, Bondy, Gallingane, & Hambacher, 2008). To do this 
requires that you know, understand, and value the particular students you teach each year. 


Getting to Know Your Students 
Culturally responsive teachers must really know their students to teach them effectively. This 
information is acquired using different strategies. To get to know students, it is important 
to spend time in their communities, visit homes, interact with families, and attend relevant 
cultural and family-oriented activities. Even teachers who live outside the community in 
which they teach find ways to become part of the community. Parents know the teachers 
and see them in the community, and the teachers know families well enough to know the 
cultural and experiential resources in students’ homes. This has been called knowing the 
funds of knowledge within students’ homes (Gonzalez, Moll, @ Amanti, 2005). 

Other strategies for learning about students include informal conversations with 
students and parents, observations of student behavior in different settings (i.e., in the 
classroom, with peers, and with family), and analysis 


Pause & Reflect of students’ work. Moreover, it is important to become 









It is important that teachers learn about the lives of their 
students outside of school. 


Adopting an asset orientation matters a great deal. 
Consider how your interactions with a student would 

be different if you believed the student to be stubborn 

(a deficiency) versus determined (an asset), wild versus 
energetic, or whiny versus sensitive? How can we teach 
ourselves to see assets instead of deficits? 


a student of children’s culture. What are their favorite 
television shows? Movies? Music? Video games? Where 
do they go, and what do they do after school? What sig- 
nificant events have happened in the community? The 
more you know about the students and their communi- 
ties, the greater your capacity to link schoolwork to their 
background knowledge and experience. 








Using an Asset-Oriented Lens 
Once you have gotten to know your students, it’s important 
to maintain an “asset-based” view as you teach them (Gar- 
cia & Ortiz, 2006). All students present an array of strengths 
and weaknesses. At times it is challenging to see beyond what 
students do not know, and take an “asset-based” perspective 
on the strengths that might be used in teaching them. For ex- 
ample, one teacher encountered a fifth-grade student who had 
mastered few basic math facts. Previous teachers had tried nu- 
merous strategies to get him to learn—urging him to practice, 
requiring him to complete mad-minute practices, drilling him 
on flash cards, testing him, providing peer tutoring, and fail- 
ing him. The teacher learned that the student loved video and 
computer games and enjoyed being a leader. She used these 
assets to engage the student as she created a series of games for 
the Smartboard focused on math facts. As the student worked 
with the teacher to develop the games and helped to guide 
others in playing the games, he learned the math facts. 
Taking an asset-oriented approach may seem obvious, but 
it is often not easy. As teachers work to develop an asset ori- 
entation, they must spend time investigating students’ assets. 
For example, teachers may learn whether students have signifi- 
cant home responsibilities for younger siblings, if they provide 
translation assistance for adults in their families, or if they have 
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outside jobs or activities. Teachers can then make a list of the skills required to succeed in each 


academic content area. This type of information helps identify strengths that will be useful in 
reaching every student. 


Becoming a Warm Demander 

Research suggests that teachers support the achievement motivation of culturally diverse 
students by adopting the stance of a warm demander. Teachers who are warm demanders are 
culturally responsive, do not lower their standards, and are viewed as willing to help students 
(Ware, 2006). See the following “A View from a Teacher” feature for a perspective from warm 
demander Jan Patterson, an eighth-grade language arts teacher at West Hernando Middle 
School with a reputation for working successfully with students from diverse backgrounds. 
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Jan Patterson Embraces the Role of a Warm Demander 


Jan Patterson is an eighth-grade language arts and reading teacher at West Hernando Middle School. She has a 
reputation among her fellow teachers for being demanding, and also for working well with students from diverse back- 
grounds. We interviewed Ms. Patterson about her approach to teaching, and discovered that her beliefs align well with 
the characteristics of a warm demander. She is supportive of her students and she treats them respectfully, but she 
demands that they meet performance expectations for their behavior and academic achievement. 

Ms. Patterson began by stating that she looks at “inclusion as affecting every student. They all come in as individu- 
als.” She goes on to note that all her students come into her classroom as teachers: “They bring in their culture, and | 
honor that. If there’s a topic going on and it’s something that is relevant to a student, then they become a teacher.” She 
describes an example of a student in her class from Haiti who returned to her homeland during the holiday break, and 
experienced firsthand the devastation from an earthquake. “What a good source of information [she was. Students] 
have background and experience that none of us will ever have. | tell their parents too, ‘You're all teachers. If you have 
something to bring [into the classroom], please feel free to come in, keep us company, and add to the classroom.'” 

There are many other ways in which Ms. Patterson shows respect and warmth for students. For example, she 
states, “| believe all my students are young adults, so | address them as ‘Mr.’ and ‘Ms.’ to show them respect. That 
applies to all students. How you handle and address that [respect for students] often takes care of the rest of the is- 
sues. | respect them all as unique individuals.” She also is very supportive of students who need additional assistance 
to master their academic work. She tells her students, “I’m here on Tuesday, Wednesday, and Thursday after school 
for tutoring. What we are looking at is skill building, not the grade. You can retake anything you want as many times 
as you want for full credit. | don't care how many times you want to take that test. Because you're going to eventually 
master the skills. You take the responsibility of retaking that test, and you need my individual attention, I'm right there 
for you, my door is always open if you need me.” 

Clearly respectful and supportive of her students, Ms. Patterson is also steadfastly demanding that they master 
academic material and behave appropriately. She clearly articulated her “no excuses” perspective when she said, “An 
adolescent sentence structure is this—Truth, Conjunction, and Excuse. | stop listening at the conjunction. In a nice way, 
I'm saying, ‘Come on, | don't need to hear an excuse.’ A student's background Is never an excuse for bad behavior or 
not mastering skills.” She goes on to say that in her classroom, a student can't give up. “No! | can't help you if you tell 
me ‘| don't get it’ or ‘| don’t know where to start.’ That tells me that you've given up. You can’t give up. You need to 
do this one way or another!” 

Ms. Patterson believes in working closely with parents to provide students with support to learn and behave 
appropriately. “! make a call to their house when they misbehave or don't do their homework. | really believe in hav- 
ing contact with the parents because we're working for the same cause. They want their children to be successful, 
and so do we. When they do something extremely creative, | also call the house. Why should | deny their parents the 
opportunity to know what's happening, [so] | call the house!” 

According to Ms. Patterson, no matter what the student's background is, everyone must behave appropriately 
and master academic content in her classroom. Culture or disability or family background is never an excuse. “You still 
have to do what's required. You still have to do your work. | don’t ever want to be in a position where | have to excuse 
somebody because of who [he or she is]!” She emphasizes with students and their families that she accepts no ex- 
cuses because her job is to “teach students how to be successful in the real world. You need to understand the power 
of language, the power of body language, you need to understand people's immediate perceptions of you as an adult.” 

Ms. Patterson’s success with students from a broad range of backgrounds attests to the success of her warm- 
demander philosophy. Students respect her and the demands that she makes on them, while at the same time they 
realize that she returns that respect, and will do anything she can to help them succeed. 
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Research on positive classroom environments (Patrick, Turner, Meyer, & Midgley, 2003), 
the development of resilience (Benard, 2004), culturally relevant pedagogy (Gay, 2010), and 
culturally relevant classroom management (Weinstein, Tomlinson-Clarke, & Curran, 2004) 
reflects many of the perspectives that Jan Patterson shares regarding her role as a warm 
demander. This research and Jan’s comments indicate that there are three characteristics 
of classroom environments that support academic achievement (Ross et al., 2008): (1) a re- 
spectful, caring relationship between students and the teacher; (2) respectful relationships 
among peers; and (3) clear and high expectations for behavior and achievement. These are 
consistent with the characteristics of warm demanders. 


Care Is the Foundation for the Warm Demander. The foundation of any effective classroom 
is that students know the teacher cares about them. This is the “warm” part of being a 
warm demander. Keep in mind the previous discussion of what it means to care. Warm 
doesn’t mean being nice, and it isn’t about gentle nurturing, which often becomes benign 
neglect (Gay, 2002). As noted previously, warm means the teacher believes in students and 
cares enough about their futures to create a community where it is safe to take risks, where 
achievement is valued, where support is provided, and where students are never “let off 
the hook.” Most importantly, it means caring enough to demand that students behave and 
achieve. 


Warm Demanders Create a Respectful Community. Community is a key part of many cul- 
tural groups. Within a community, each member's individual needs are met (Gay, 2002). 
A key task for a culturally responsive teacher is building a community so that it is safe for 
every student to take the risks necessary to learn. Culturally responsive teachers bring 
themselves into the classroom and enable students to do the same. To do this, teachers 
share their families, their interests, and their lives with their students and use struc- 
tures such as class meetings to enable students to share information and get to know one 
another. They communicate that respect for others is highly valued by respecting and 
listening to students and teaching students to respect and listen to one another. As Jan 
Patterson from West Hernando Middle School noted, all students should be shown respect 
as unique individuals. 

These classrooms are the opposite of a “collection of strangers,” a description that un- 
fortunately fits many classrooms. When students are strangers, it is impossible to create a 
network of caring peers who support one another through learning challenges. In addition, 
classroom-management problems escalate when students do not know one another. Yet, the 
significance of creating community is often forgotten, particularly in secondary classrooms. 
For example, a high school teacher initiated a community-building class meeting with a 
group of ninth-grade students who were in a transition classroom because of poor perfor- 
mance on the eighth-grade state assessment test. Within two meetings, students began to 
share personal information, and after the second session, the teacher overheard a student 
say, “Going to this class is like being in a club.” The fact that the student saw this class as so 
different from his other classes suggests how rare it is that some high school students feel a 
true sense of belonging. 


Warm Demanders Explicitly Teach Classroom Rules, Routines, and Procedures. It is critically 
important to teach expectations, particularly social skills, in diverse, inclusive classrooms 
(Harriott & Martin, 2004). This means that culturally responsive teachers never assume that 
students know what is expected. Even when teaching in high school, culturally respon- 
sive teachers teach the behaviors they expect students to demonstrate. In fact, explicitly 
teaching specific rules and procedures is a long-established principle of effective classroom 
management (Evertson & Emmer, 2009). If rules and procedures are not taught, classroom 
management can become an escalating sequence of consequences and punishments. The 
result is the development of a negative, often punitive, classroom environment where many 
fail to thrive. 


Effective Practices for Students from Diverse Backgrounds 253 E 


The following principle may help you: Assume that students will behave respectfully and 
appropriately if they know and remember what the teacher expects. Culturally responsive 
classroom teachers teach their academic and behavioral expectations using multiple strate- 
gies (Bondy et al., 2007). These strategies include: 


* Stating their expectations 

* Providing models and demonstrations 

* Providing humorous negative examples 

* Requiring student restatement of expectations 

¢ Providing opportunities for practice with feedback 

¢ Repeating instructions as necessary 

¢ Reminding students of and reinforcing appropriate behavior 


Protecting the Classroom Community through Teacher Insistence. A key difference between 
teachers who establish environments that support achievement motivation and those who 
do not is that effective teachers strategically and respectfully insist that students abide by 
rules and procedures and that they respect one another and the teacher (Patrick et al., 2003). 
Yet in their “insistence,” effective teachers always preserve the respectful and caring con- 
nection to each student. As one middle school student commented, “She’s mean out of the 
kindness of her heart” (Wilson & Corbett, 2001, p. 91). The view that Jan Patterson provided 
earlier in this chapter reflects this perspective well. 

All teachers want their students to abide by classroom rules. Yet, some give multiple 
“chances” that send inconsistent messages to students. Others become punitive and threat- 
ening. These responses undermine the expectation that students must be respectful of one 
another—the former by allowing disrespectful behavior, and the latter by treating stu- 
dents disrespectfully. Charney (2002) provides guidelines to help teachers say what they 
mean. In addition to keeping demands simple and short, she directs teachers to clearly 
communicate what is negotiable and what is not and to remind only twice. An effective 
“reminder” strategy that she suggests is to ask students to “rewind” when inappropriate 
behavior surfaces. This gives the student a clear directive and a chance to correct in- 
appropriate behavior but maintains a lighter tone likely to be effective particularly with 
secondary-level students. 


High Expectations: What Does 
“No Excuses” Really Mean? 


We've already noted that culturally responsive teachers convey a belief in the potential of 
students that enables them to transcend barriers to learning. Enacting this belief requires 
that teachers view student learning as a puzzle that they are constantly striving to solve 
(Banks et al., 2005; Corbett et al., 2002). They use a variety of activities and strategies for 
instruction and work to match their methods to students (Cole, 2001). 


Teaching Is Guided by Assessment and a Problem-Solving Approach 
Culturally responsive teachers use a continual assessment system to determine who is and 
who isn’t learning. They also constantly search for another way to make learning compre- 
hensible (Gay, 2002). If one way isn’t working, they modify instruction and reteach (Garcia 
& Ortiz, 2006). These are teachers who simply refuse to believe there is any student who 
cannot be reached, and they actively communicate this belief to students. This belief is a 
guiding principle of inclusive practice and differentiated instruction. 


The basic premise of differentiated instruction is to systematically plan curriculum and instruc- 
tion that meets the needs of academically diverse learners by honoring each students’ learning 
needs and maximizing each student's learning capacity. (Van Garderen & Wittacker, 2006, p. 12) 


In short, instruction should be culturally responsive for all students in inclusive 
classrooms. The central theme here is that teaching and learning are not culture free, and 
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Using material from different cultural groups for instruction can motivate students 
to learn. 


Pause & Reflect 


Mr. Newsome believes he has high standards. As evi- 
dence, he reports that his tenth-grade math students get 
zeros if they do not turn in homework. He says with pride 
that he does not just “pass students through.” One third 
of his class got D's or F's last term, and he says, “They 
earned them.” Do these practices suggest that Mr. New- 
some has high expectations? 


Chapter 12 


therefore student failure should initially be viewed as a mismatch between the school’s cul- 
ture and environment and the student’s needs (Garcia & Ortiz, 2006). 


Insisting on Completion and Quality 

Insistence is just as important in establishing high academic expectations as it is in establish- 
ing a respectful learning community. Culturally responsive teachers do not allow students 
to do less than their best (Corbett et al., 2002). They insist that students complete and revise 
their work until it meets high standards. In a study of urban middle school students’ per- 
spectives about effective teachers, students valued teachers who made them do their work, 
even when they didn’t want to do it (Wilson & Corbett, 2001). Others have made the same 
point in stressing that important learning inevitably in- 
volves struggle (Weinstein, 2002). Effective teachers not 
only convey that the struggle is important but insist that 
students persist through barriers and provide them with 
support until they succeed. They encourage students to 
try, refuse to allow them to get by with incomplete or 
sloppy work, give them opportunities to make up work, 
provide tutoring, make work relevant to students’ lives, 
and reteach using varied strategies until everyone under- 
stands and succeeds (Wilson & Corbett, 2001). 


Using a Diverse Curriculum 


Motivation to achieve is influenced by factors such as culture, values, and language (Ginsberg, 
2005). It also is influenced by the nature of the curriculum. The school curriculum is not 
culturally neutral. The curriculum as represented in texts, national and state standards, and 
the experience of most teachers, is a reflection of the European American culture. The school 
curriculum “promotes its own (a) cultural values, practices and perceptions; (b) psychologi- 
cal, social, economic, and political needs; and (c) elevated status within the larger society” 
(Hollins, 1996, p. 82). 

Teachers should view their curricular materials with a critical eye (Gay, 2002). The text 
may include a few multicultural historic figures, but that is often not enough. Gay cautions 
that when the same few figures are taught repeatedly, students learn that their ancestors 
really did not contribute much. Similarly, she notes that it is inappropriate to focus more 
attention on African Americans than on other ethnic groups. In addition, the fiction and 
nonfiction that students read needs to be diverse so that they see their lives and cultures 
reflected in the characters, setting, and plot 
of the stories. When students see themselves 
in their books, they are more likely to enjoy 
reading, make a connection to literature, and 
build vocabulary and language skills that as- 
sist them academically. To be effective, teach- 
ers need “wide ranging knowledge of subject 
matter content, so that they can construct a 
curriculum that includes multiple represen- 
tations addressing the prior experiences of 
different groups of students” (Banks et al., 
2003, De 2a). 

Literature is not the only strategy to 
broaden the curriculum. Teachers should 
draw on their communities for curricular 
content and take a risk and teach contro- 
versial topics such as ethnicity and poverty 
(Gay, 2002). Additional strategies for incor- 
porating diversity in the curriculum include 
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ideas such as teaching thematic units organized around countries or languages; studying and 

comparing fashion, religious and marriage customs, games, and hair styling from around 
@ the world; and subscribing to magazines from around the world that help teachers and stu- 
| dents learn about students’ cultures and provide possible curricular topics (Jones, 2005). 


This chapter addressed the following topics: 
Students from diverse backgrounds: What to expect 


¢ The demographics of public school students are rapidly changing in terms of ethnicity, lan- 
guage, poverty, and disability as classrooms across the United States become more diverse. 

¢ Although about 55% of school-aged students are European American, in 10 states the 
majority of students are from non-European Americans backgrounds. 

¢ Students with disabilities include students from all ethnicities, language backgrounds, 
and socioeconomic levels. 

¢ Some groups of students are overrepresented in special education. For example, students 
who live in poverty and those from ELL backgrounds are more likely to be in special 
education. African American and American Indian/Alaska Native students are also over- 
represented in special education. 

e A significant achievement gap exists across students from different ethnic, language, and 
socioeconomic backgrounds. 

¢ The lack of connection between teachers’ and students’ background knowledge, expe- 
rience, and culture (i.e., the demographic divide) is a key contributing factor to this 
achievement gap. 


@ Principles and practices to support effective instruction 
e 


Culturally responsive teaching is designed to foster resilience in students, improve 
student outcomes, and enhance the educational futures of students. 
¢ Culturally responsive teachers are those who 
¢ Study culture and the ways that students differ. 
¢ Believe that every student has the capacity to succeed. 
¢ Learn to suspend judgment and blame when interacting with students and families. 
¢ Show students that they sincerely care about them. 
* Develop depth of knowledge about their students. 
¢ Develop the skills and stance of a warm demander. 
¢ Hold students to high expectations. 
¢ Make the curriculum meaningful. 
* Connect instruction to students’ interests and experiences. 
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Addressing Professional Standards 


Standards addressed in Chapter 12 include: 


CEC Standards: (1) foundations, (2) development and characteristics of learners, (3) 
individual learning differences, (4) instructional strategies, (5) learning environments and 


social interactions, (6) language, (9) professional and ethical practice. 


MyEducationLab 





Go to the topic Cultural and Linguistic Diversity in the MyEducationLab (www 
-myeducationlab.com) for Inclusion, where you can: 
¢ Find learning outcomes for Cultural and Linguistic Diversity, along with the 
national standards that connect to these outcomes. 
* Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 
¢ Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Dispositions learning units. 
¢ Examine challenging situations and cases presented in the IRIS Center Resources. 
¢ Check your comprehension on the content covered in the chapter with the Study 
Plan. Here you will be able to take a chapter quiz, receive feedback on your an- 
swers, and then access Review, Practice, and Enrichment activities to enhance 
your understanding of chapter content. 
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_ EFFECTIVE PRACTICES FOR 
® STUDENTS FROM DIVERSE 
BACKGROUNDS 


Putting It All Together 


No matter where the school, almost all teachers in the United States have a diverse range of 
students in their classrooms. Although many of the evidenced-based practices that we discuss 
throughout this text are effective with these students, they often need more than this. Several 
considerations to keep in mind when working with students from diverse backgrounds include: 


Ww 
0) 
2) 
—_ 
(@) 
Pe 
fe) 
8 
i 
G: 
7) 


1. Know yourself. To work effectively with students from different cultural backgrounds, you 
must be intimately aware of your own cultural background, and how this background influ- 
ences your expectations of students in your classroom. Most teachers take for granted that 
they understand their cultural backgrounds, but evidence from classrooms reveals that this is 
all too often not the case. 


2. Know your students. Throughout this text, we've emphasized the need to get to know 
your students’ academic and social-behavioral strengths and weaknesses. This is especially 
important when teaching students from diverse backgrounds. Get to know them personally, 
including information about their family background, cultural experiences, and interests. 


3. Use this knowledge. Knowing your students’ backgrounds can provide many benefits for 
an effective teacher in an inclusive classroom. This knowledge helps build rapport with stu- 
dents, and conveys to students that you value and care about them. This information can also 
be used as a foundation for instructional experiences in class, and improves the likelihood 

ft that students will be engaged in these activities. 
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. Keep learning about all your students. Although in this chapter we have emphasized 
students from culturally diverse backgrounds, it is also important to apply these principles 
to all students in your classroom. All students benefit from teachers who are warm demand- 
ers—teachers who care about them, respect them, provide them with needed supports, and 
demand success from them. 

In the remainder of this chapter, we describe five effective strategies to help you meet the 
needs of students from culturally and linguistically diverse backgrounds. The Strategy Fact Sheet 
summarizes these strategies. 


Strategy Fact Sheet 


STRATEGY | DESCRIPTION 


Strategy 12.1: Culturally responsive teaching involves providing sup- 
Culturally Respon- | ports to students from culturally and linguistically diverse 
sive Teaching backgrounds to make sure they are active participants in the 
academic and social communities of the school, and have a 
successful school experience. 







SPECIAL CONSIDERATIONS 


All too often, an achievement gap exists between students 
from CLD backgrounds and their European American peers. 
Culturally responsive teaching is needed to address this 

gap and improve academic outcomes for students from CLD 
backgrounds. 











































Many students who are English-language learners lag behind 
their peers in learning to read. As part of this instruction, it is 
important to focus on developing academic language or the 

language of schools. 


Research has identified five components of instruction that 
lead to improved reading outcomes for students who are 
English-language learners. 


Strategy 12.2: 
Teaching Reading 
to Students who 
are English- 
Language Learners 
(ELLs) 


Strategy 12.3: 
Highly Effective 
Instructional 
Practices for Stu- 
dents from CLD 
Backgrounds 

























Closing the achievement gap for students from CLD and 
high poverty backgrounds should have a positive impact 
on dropout rates, and should also reduce discipline refer- 
rals for many students. 


Highly effective instructional practices have been identified 
that ensure that students from CLD and high poverty back- 

grounds do not continue to fall further behind in learning the 
skills needed for school success. 








(Continued) 
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Strategy 12.4: 


Management 









Strategy 12.5: 
Double-Check 


sive Approach 
to Classroom 
Management 









STRATEGY | DESCRIPTION 












Culturally Respon- 
sive Classroom 








Culturally Respon- 


Chapter 12 


SPECIAL CONSIDERATIONS 


The achievement gap for many students from CLD back- 
grounds is significantly influenced by a discipline gap, as 
students from diverse backgrounds are more frequently 
subjected to school disciplinary sanctions. Culturally respon- 
sive classroom management can be effective in reducing this 
discipline gap as well as improving achievement. 










Expectations for appropriate behavior are often influenced 
by culture. A cultural divide between teachers and their stu- 
dents makes this problem even worse. To address this issue 
requires the use of culturally responsive forms of classroom 
management. 



















Professionals agree that there is a need to provide more 
culturally responsive approaches to classroom manage- 
ment, but few alternatives are available. The Double-check 
framework begins to address this need. 


Double-check is a framework to support teachers in 
delivering culturally responsive classroom management. 
This approach uses evidence-based components to address 
culturally responsive practices in the classroom. 


[A 
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CULTURALLY RESPONSIVE 


Strategy 12.1 


TEACHING 


Rationale 





As you learned earlier in this chapter, an achievement gap exists in reading and math be- 
tween students from culturally and linguistically diverse backgrounds (including students 
who are African American, Hispanic, and American Indian/Alaska Natives) and European 
American students (NCES, 2010). Although this gap has narrowed in recent years, it re- 
mains substantial. Providing instruction to students from CLD backgrounds that significantly 
improves achievement has proven to be more difficult than many expected. To effectively ad- 
dress the needs of students from CLD backgrounds, teachers must be responsive to students’ 
cultural and linguistic backgrounds, and adapt their instruction based on this information. 
Furthermore, culturally responsive teachers must provide supports to students from CLD 
backgrounds to make sure that they are active participants in the academic and social com- 


munities of the school (Gay, 2010; Sheets, 2005). 


Step-by-Step 

Culturally responsive teaching is designed to improve 
the achievement of all students in a learner-centered, 
culturally supported context that recognizes student 
strengths and uses these strengths to improve achieve- 
ment (Richards, Brown, & Forde, 2006). Recent research 
has identified critical components of effective instruction 


in culturally responsive classrooms (Cartledge & Kourea, 
2008). 


> Identify and address the academic needs of CLD 
students. Evidence indicates that many students from 
CLD backgrounds begin school behind their European 
American counterparts (NCES, 2010). These differences 
are often greatest among students from low socioeconom- 
ic backgrounds. This suggests the importance ofa sense of 
urgency in identifying areas of academic weakness as early 
as possible, and intervening with intensive instruction to 
ensure that academic deficits do not increase (Cartledge 
& Kourea, 2008). More specifically, when high-quality 
instruction is delivered to small groups of three to five 
students who have similar needs for short periods of time, 
evidence reveals that this instruction often significantly 
reduces the achievement gap, and may prevent the label- 
ing of students with disabilities (Cartledge, Gardner, & 
Ford, 2009; Fletcher et al. 2007; Torgesen, 2009). 


&y Provide frequent academic monitoring. Given the 
difficulty professionals have had in closing the achieve- 
ment gap for students from CLD backgrounds, it is es- 
pecially important to monitor student academic progress 
often (Cartledge & Kourea, 2008). For example, cur- 
riculum-based measures (Deno, 2007) should be used 


to determine student skill development in reading and 
mathematics as they begin school. For students who have 
areas of weakness, more intensive instruction should be 
provided to address these needs, and student progress 
should be frequently monitored using curriculum-based 
measures to determine whether the student’s academic 
progress is accelerating. Providing tiers of increasingly 
focused, intensive instruction for students who do not 
make sufficient academic progress has been shown to 
be highly effective in improving academic outcomes for 
students from CLD backgrounds in reading (Torgesen, 
2009) and math (Fuchs, Fuchs, Craddock, et al., 2008). 


Gc Engage students in a high level of academic re- 
sponding. An academic achievement gap exists between 
students from CLD backgrounds and their European 
American peers at least in part because CLD students 
lack opportunities for active academic responding in 
most classrooms (Cartledge & Kourea, 2008). Further- 
more, for many students from culturally and linguisti- 
cally diverse backgrounds, learning is not just cognitive 
and technical; it is also active and emotional (Gay, 2010). 
Thus, instruction should often reflect novelty, variability, 
and active participation. To support active student en- 
gagement, the following strategies should be considered 
(Boykin @ Bailey, 2000). 
¢ Use movement that is expressive and purposeful. 
* Encourage open expression of thoughts, ideas, and 
emotions. 
* Use activities that encourage or support high levels 
of physical stimulation. 


MA 260 parti 


Chapter 12 


¢ Use music, dance, and rhythm when teaching 
academic tasks. 

* Include multiple stimuli and activities when teaching. 

¢ Use cultural practices originating in the home as part 
of academic tasks. 

¢ Encourage student bonding or interconnectedness. 


US Use an appropriate pace of instruction. Instructional 
pace relates to the speed at which academic informa- 
tion is presented. Obviously, a faster pace influences 
the amount of content that is covered in a class, allow- 
ing more opportunities to learn. This is an important 
consideration for students from CLD backgrounds who 
may have had more limited opportunities to learn aca- 
demic content than their European American peers. A 
brisk academic pace also is more likely to keep students 
actively engaged and reduce off-task and disruptive be- 
havior (Cartledge @ Kourea, 2008). Thus, use a brisk 
pace of instruction whenever possible. It is important to 
note that the effectiveness of a brisk pace is dependent 
on the provision of high-quality instruction that is care- 
fully planned and structured. In addition, this type of 
instruction provides the opportunity to build on cultural 
themes that relate to improved instruction for students 
from CLD backgrounds, including active engagement 
and movement as part of instruction, and having stu- 
dents engage in more than one task simultaneously 
(Boykin, Tyler, & Miller, 2005). 


Cooperative learning 
and peer tutoring 


9 Develop a community of learners to support the 
learning of all students. A key component of cultur- 
ally responsive instruction is the development of a 
supportive learning environment that employs a com- 
munity of learners to support the learning of all students. 
Such a learning environment has been shown to be ef- 
fective in working with students from a wide range of 
cultural backgrounds. As Gay (2010) noted, “Underlying 
values of human connectedness and collaborative prob- 
lem solving are high priorities in the cultures of most 
groups of color in the United States” (p. 187). Thus, 
developing a learning community and actively engaging 
students in working with one another is especially effec- 
tive for students from cultural groups that emphasize a 
collectivist or communal orientation (Boykin, Tyler, & 
Miller, 2005). 

Involving students in their own learning using strat- 
egies such as cooperative learning and peer tutoring are 
approaches that may be used to develop a community 
of learners. For example, research has shown that peer 
tutoring improves student motivation, creates more op- 
portunities for teacher—student interactions, provides a 
framework that teaches students that they need to work 
collaboratively to meet instructional goals, increases stu- 
dent engaged time, and often results in significantly im- 
proved academic outcomes for students from CLD back- 
grounds (Cartledge & Kourea, 2008). 


Applications and Examples 


Strategies are discussed When cooperative groups are used in classrooms, teachers often control the groups by de- 


in more detail in 
Chapter 13. 


termining group membership, assigning roles to group members (leader, note-taker), and 
encouraging competition within and across groups (Sheets, 2005). When this occurs, the 


cohesiveness and engagement of cooperative groups is decreased. A collaborative approach 
should be used when students work cooperatively in small groups. This approach enhances 
group responsibility, focuses participation more on learning and sharing, and results in a pro- 
cess that is more natural and communal. To prepare students for collaborative group work, 
teachers attend to the following (Sheets, 2005): 


¢ Keep competition to a minimum. 


* Focus responsibility for the learning of all group members on the group. 


* Provide for self-selection of group members by students. 


¢ Encourage students to develop social bonds. 


* Work to ensure that students equally participate in group activities. 


* Support students in developing communication, negotiation, problem solving, and self- 


evaluation skills. 


* Employ some open-ended learning activities. 
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| Keep in Mind 


As we have noted previously, a demographic (or cultural) divide often exists between teach- 
ers and their students. Given the diverse range of students that currently are in classrooms in 
most parts of the United States, it is important that all teachers develop their knowledge and 
skills to provide more culturally responsive instruction. Several activities that may be useful 
in this regard include (Richards, Brown, & Forde, 2006): 


“a 


¢ Learn about the experiences and history of persons from CLD groups. This provides per- 
spective on how different historical experiences have influenced attitudes and values 
of different groups. This type of activity also will allow teachers to begin to see how 
their values differ from those of other cultural groups. This learning can be facilitated 
by interacting with members of cultural groups, or by reading literature written by 
member of a cultural group. 

¢ Visit students’ families and communities. This activity helps teachers get to know their 
students as part of their cultural world outside of school. More specifically, it helps 
teachers develop the perspective that a student is not just another person in the class- 
room, but is part of a complex social and cultural network that likely has a significant 
influence on the student’s attitudes and values. 

¢ Read about teachers who have been successful working in diverse settings. Books, articles, 
blogs, or other writing by these teachers can provide insight into effective, culturally 
responsive methods (e.g., see Codell, 2009; Esquith, 2007). To learn even more, visit- 
ing the classroom of a teacher who has been highly successful working with students 
from CLD backgrounds can provide firsthand knowledge of how culturally respon- 
sive instruction is provided. 

¢ Develop an appreciation of diversity. To be effective in a culturally diverse setting, a 

teacher must come to view differences as a typical part of society, and actively reject 

the notion that any one group is more competent than another. To do this, teachers 

might examine their affiliations with different groups (e.g., gender, ethnicity) and 

the advantages or disadvantages that come from this membership. Developing an 

appreciation of diversity results in a respect for differences, and provides a clear un- 

derstanding regarding why it is important to teach from this perspective. The key to 

this understanding will likely be the realization that the teacher’s views of the world 

are not the only views, and cannot always be the most important views. 
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Strategy 12.2 


TEACHING READING TO STUDENTS 


WHO ARE ENGLISH-LANGUAGE 
LEARNERS (ELLS) 


Rationale 





Many students who are English-language learners lag behind those who are not ELL in the 
development of reading skills. Although this achievement gap has narrowed in recent years 
(NCES, 2010), it remains substantial. Fortunately, evidence now exists to shed some light on 
instructional methods that are most likely to increase reading achievement levels for English- 
language learners at the elementary level (Gersten et al., 2007; Kamps et al., 2007). This 
research has identified five components of reading instruction that are particularly important 


for teaching reading to students from ELL backgrounds. 


Step-by-Step 


&9 Assess students who are English-language learners 
using English-language measures on the components 
of early reading instruction (i.e., phonological aware- 
ness, alphabetic knowledge, reading words, and reading 
text). As with other students who struggle with learning 
to read, curriculum-based measures should be used to (a) 
screen for reading problems, (b) assess reading skills, and 
(c) monitor reading progress over time. The same mea- 
sures can be used with students who are native English 
speakers and those who are English-language learners, 
and the same standards or performance benchmarks can 
be used for both groups. 


@ Provide explicit, direct instruction to students who 
are at risk for reading problems in the five core areas 
of beginning reading (i.e., phonological awareness, pho- 
nics, reading fluency, vocabulary, and comprehension). 
Areas of focus for the instruction should be determined 
by assessment measures, and intensive instruction 
should be provided to small groups of students who 
have similar educational needs. Provide this small 
group instruction daily for at least 30 minutes in groups 
of three to five students. Consider intervention pro- 
grams such as Read Well (Sprick, Howard, & Fidanque, 
1998) or SRA Reading Mastery (Engelmann & Bruner, 
2003) to deliver this instruction. These programs may 
be used as a central component of reading instruction 
for 30 to 50 minutes of intensive, small-group instruc- 
tion per day, as both employ the principles of direct, 
explicit instruction and address core areas of beginning 
reading instruction. 


@ Throughout the school day, provide students high- 
quality vocabulary instruction. This should include 
in-depth instruction related to content words that are 


frequently used as part of instruction. Ideally, these 
words should be from the student’s reading program, 
and from texts used in other content areas (i.e., math- 
ematics, science, social studies). Use instructional time 
to teach the meanings of common or everyday English 
words, phrases, and expressions that are known to most 
students who are native English speakers, but that ELL 
students may not have yet learned. 


@ Provide students with support to develop formal 
or academic English, especially related to reading and 
mathematics. Daily English instruction should be part 
of the core curriculum at the earliest grades, preferably 
for a specified block of time each day. This instruction 
should begin before students learn to read and write, 
and should be focused on the development of age-ap- 
propriate English morphology, syntax, and vocabulary. 
Focus this instruction on the use of appropriate verb 
tense, plurals, and the use of adverbs and adjectives. Of 
fer opportunities to practice these features of English in 
natural, meaningful contexts of oral and written com- 
munication, and in a range of situations (e.g., describing 
events, summarizing content, telling stories). 


gon Have students work in pairs for approximately 90 min- 
utes a week. Use these activities to allow students the op- 
portunity to practice and extend material already taught. 
Students at different levels of academic ability should 
be paired, or at different levels of English proficiency. 
Peer-assisted strategies such as class-wide peer tutoring 
(CWPT) (Greenwood, Arreaga-Mayer, Utley, Gavin, & 
Terry, 2001) and peer-assisted learning strategies (PALS) 
(Saenz, Fuchs, & Fuchs, 2005) have been demonstrated 
as effective with students across a range of age levels and 
content areas. 
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These strategies may be used with English-language — work in pairs to support English-language development. 
learners for instruction related to basicskillsinreadingand For example, students could work together reading text, 
language, or for older students to provide feedback regard- and discussing this text using a structured format (e.g., 
ing vocabulary and comprehension. Students may also __ practice summarizing the text with feedback). 


Peer-assisted strate- 
gies are described 
in more detail in 
Chapter 13. 


Applications and Examples 


Vocabulary instruction for students from ELL backgrounds should be more explicit and 
structured than instruction that is typically provided in general education classrooms (Ger- 
sten et al., 2007). Furthermore, the goal of this instruction is to provide students with an 
understanding of words so that this vocabulary can be used in natural communication and 
as a basis for further language learning. Vocabulary instruction for students from ELL back- 
grounds should be intense and rich. It should also: 


* Include multiple exposures to the selected vocabulary words over time, and across 
opportunities to read, write, and speak. 

* Place an emphasis on definitions that are student friendly. 

¢ Engage students in the use of word meanings in natural contexts related to reading, 
writing, speaking, and listening. 

* Include regular review across these contexts. 









Keep in Mind 
Many potential barriers may impede the use of effective strategies for teaching ELL students. 
Some particular barriers to keep in mind include: 


¢ Some teachers believe that reading problems may resolve themselves after oral language 
proficiency is attained by ELL students. 

¢ Some instruction focuses too much on what is tested, and too little on vocabulary 
development and comprehension. 

¢ Teachers may not be comfortable identifying students for additional reading instruction 
if the student’s English-language skills are low. 

¢ Developing a grade-level or building-level schedule to deliver the instruction needed 
by ELL students may be difficult, and requires the involvement of all teachers and 
administrators. 


For additional information regarding these and other barriers to providing instruction 
to ELL students in reading and English language instruction, see Gersten and colleagues 
(2007), which is available from the U.S. Department of Education, Institute for Education 
Sciences as part of their “Practice Guides” series at http://ies.ed.gov/ncee/wwc/publications/ 
practiceguides/. 
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HIGHLY EFFECTIVE INSTRUCTIONAL 
PRACTICES FOR STUDENTS FROM CLD 


Strategy 12.3 


BACKGROUNDS 


Rationale 


Highly effective instructional practices are needed to ensure that students from CLD back- 
grounds do not continue to fall further behind in learning basic skills that are needed for 
school success. Several research-based practices have been identified that are particularly 
effective for students from CLD and high-poverty backgrounds (Borich, 2011; Cartledge, 
Gardner, & Ford, 2009). Using these practices should result in many benefits for students 
from CLD backgrounds. For example, narrowing of the achievement gap should have a sig- 
nificant and positive influence on student dropout rates, and should reduce discipline refer- 


rals for many students (Gregory, Skiba, & Noguera, 2010). 


Step-by-Step 


&b Ensure that the qualities of effective instruction 
are used to guide classroom instruction. Although many 
research-based practices have been shown to work with 
students across cultural and language groups, some 
practices are particularly effective, given the diverse back- 
grounds and life experiences of many students from CLD 
backgrounds. Borich (2011) recommends the following 
practices as particularly effective for students from high- 
poverty backgrounds. 


* Use progress monitoring to ensure that students are 
learning the material and making adequate academic 
progress. Charts and graphs should be used to illus- 
trate the progress that is being made by the student. 

¢ Begin by teaching the most concrete information, 
then move to applications of this information, 
followed by teaching patterns and abstractions. 

¢ Provide immediate assistance to students who 
indicate a need for help in the classroom. The use 
of peer assistants or peer tutoring may be useful in 
providing this assistance. 

¢ Provide time for practice with feedback immediately 
after material has been learned. 

¢ Plan transitions from one activity to another in 
advance, to maintain the structure and flow of 
activities and to maintain momentum. 


2) Provide appropriate praise. Much research evi- 
dence has documented that teachers are less likely to 
praise low-achieving students for their academic perfor- 
mance, and are more likely to praise those achieving at 
high levels (Rodriguez & Bellanca, 2007). Furthermore, 
teachers tend to give fewer reasons for praise to low 
achievers, with typical responses such as “OK” or “Good 
job.” Teachers should provide praise to low-achieving 
students when they make significant progress, especially 
when the student fails to recognize this progress. This 


praise should be natural, sincere, private, and focused 
on a specific accomplishment (Rodriguez & Bellanca, 
2007). 

As students are receiving high levels of intensive 
instruction in the classroom, provide both praise for 
student progress, as well as corrective feedback for re- 
sponses that are incorrect. High levels of academic 
responding are worthwhile only if students receive 
feedback to correct inaccurate responses, preventing 
continued practice of incorrect responses (Rodriguez 
& Bellanca, 2007). Provide feedback by using a graph 
of the student’s progress, which can be reinforcing and 
instructive for the student, especially when corrective 
feedback is provided (Cartledge & Kourea, 2008). 


@) Treat students respectfully. Research has shown 
that teachers tend to be less respectful and courteous to 
low-achieving students, yet demand respect from these 
students (Rodriguez & Bellanca, 2007). These negative 
teacher behaviors often consist of sarcasm, put-downs, 
and interruption of student responses in class. These 
behaviors tend to produce a group of “low-status” stu- 
dents in the classroom, reduce the students’ interest in 
academic content, and may lead to behavior problems as 
students express frustration over their low status. Fur- 
thermore, when a teacher engages in these behaviors, 
higher-achieving students who receive more respect- 
ful treatment are likely to model the teacher’s behavior 
toward these so-called low-status students. 

In contrast to a classroom that produces a group of 
low-status students, research from a range of sources 
has shown the power of culturally responsive caring in 
the classroom (Gay, 2010). When teachers take this ap- 
proach, all students are valued and treated with respect 
and courtesy, and teachers are characterized as warm 
demanders (Ross et al., 2008). These teachers develop 
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a respectful relationship with students, ensure that 
students treat one another respectfully, develop a task- 
oriented environment in the classroom, and have clear 
and high expectations for all students. In short, they are 
caring for all students, while also demanding high levels 
of achievement from all students. 


& Ensure that students are asked high-level questions 
and are engaged in high-level material. Students who 
are perceived by teachers as low performing are often 
asked low-level, factual questions during classroom 
discussions, but students perceived as higher perform- 
ing are asked questions that require the application and 
evaluation of ideas (Rodriguez & Bellanca, 2007). Ask- 
ing high-level questions has been shown to improve 
students’ critical thinking and formation of concepts 
(Borich, 2011)! 

Teachers who successfully use questions to facilitate 
discussion in diverse, inclusive classrooms provide an 
appropriate wait-time for a student response to a ques- 
tion. Rather than expecting an immediate response, 
effective teachers wait at least 2 to 3 seconds, or more, 
and don’t immediately respond to questions or add addi- 
tional questions (Rodriguez & Bellanca, 2007). Increase 
the effectiveness of questions in facilitating discussions 
by having students engage in discussions in settings that 
are similar to their sociocultural experiences. For exam- 
ple, some students are more comfortable responding to 
questions and engaging in discussions in small groups 
with informal structures (Borich, 2011). 

Research has shown that teachers tend to call on 
high-achieving students more often than they call on 
low-achieving students (Rodriguez & Bellanca, 2007). 
This research has also revealed that teachers tend to 
call on students in the front row and in seats toward 
the middle of the classroom more often than they call 
on students in the back of the room. To address this is- 
sue, monitor your behavior to ensure that questions are 
equally distributed across all students in the classroom, 
thus ensuring that all students have the opportunity to 
engage in high-level classroom discussions. 


Applications and Examples 


5) Provide opportunities for student self-regulation. 
To achieve academic success, all students benefit from 
activities that are self-directed. These activities tend to 
increase the confidence of students, and improve stu- 
dent motivation, especially for students from diverse 
backgrounds (Borich, 2011; Rodriguez & Bellanca, 
2007). Self-regulated strategies have been developed for 
teaching students mathematics (Montague, 2008) and 
writing (Mason, Harris, & Graham, 201 i 


Strategies that may be used to promote self-regulated 
instruction for students from CLD backgrounds include 
(Borich, 2011): 


¢ Provide the student with a choice regarding learning 
activities. When students pursue topics on their own, 
they will often choose topics that are culturally rel- 
evant. In addition, these activities allow students to 
construct their own meaning and interpretations 
related to classroom activities, as they participate in 
and direct their own learning. 

* Use challenging problems for instruction. These prob- 
lems should be focused so that the student must 
make decisions regarding what is important for a so- 
lution. This allows the student to have control over 
problem solving, and provides an opportunity to see 
learning as self-directed. 

¢ Include problems from the real world that require problem 
solving. This allows learners to become investigators 
in their communities as they solve actual problems. 
As students engage in these activities, they must ap- 
ply classroom knowledge to a practical problem, 
thus increasing their interest in the problem while 
reinforcing information they have learned. 

¢ Use group activities to support self-directed instruction. 
These group activities may add to the comfort level 
of some students as they begin to engage in self- 
directed learning. Furthermore, working in groups 
allows students the opportunity to gain information 
from others, and then create new or unusual varia- 
tions on this knowledge that can be applied during 
self-directed learning. 


More information regard- 
ing these self-regulation 
strategies is provided in 
Chapter 13. 


One approach that can be used to develop self-directed learning for students from CLD 
backgrounds is cooperative learning. This approach to learning has been shown to be 
effective for students from a range of culture and language backgrounds (Gay, 2010). 
However, when students work in cooperative groups, it becomes obvious that there is 
great variety among students with regard to independence, persistence, and flexibility 
(Borich, 2011). These characteristics are influenced, at least to some degree, by a stu- 
dent’s cultural background, and may influence the quality of each student's participation 
in a cooperative group (Gay, 2010). To ensure that all students engage in high-quality ac- 
tivities in cooperative groups, teachers should attend closely to students who need more 
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More information on coop- 


ato : structure (i.e., shorter attention span, tend to ask fewer questions), and those who need 
erative learning is provided 


meen eng: less structure (i.e., enjoy discussion, want to solve problems). Teachers should also moni- 
tor student persistence in working on activities and flexibility in working with others 
to solve problems (Borich, 2011). Adjusting the cooperative group structure and process 
to accommodate student preferences ensures that all students are actively engaged in 
these groups, and learn to work well with others who may have different approaches to 
learning. 



















Keep in Mind 
A key consideration for teachers when using effective instructional strategies to improve 
educational outcomes for students from diverse backgrounds relates to teacher expectations. 
Research has revealed that teachers may have low expectations for academic success for stu- 
dents who are from CLD backgrounds, those from high-poverty backgrounds, students with 
disabilities, and students who have not achieved at expected levels in the past. Teachers who 
have these low expectations tend to hold on to them tenaciously, and, as might be expected, 
these low expectations influence the quality of learning opportunities that are provided to 
certain students (Gay, 2010). Recent research reveals that a combination of high expectations 
and high-quality instruction can significantly increase academic achievement levels for many 
of these students (Borich, 2011; Gay, 2010; Rodriguez & Bellanca, 2007; Torgesen, 2009). 
Thus, it is important that all teachers closely examine their expectations for student success, 
and adjust low expectations so that all students are given an equitable opportunity to receive 
high-quality instruction and achieve at a high level. 
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CULTURALLY RESPONSIVE CLASSROOM 


Strategy 12.4 
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Rationale 


The achievement gap that exists for many students from diverse backgrounds may be signifi- 
cantly influenced by a discipline gap; that is, students from diverse backgrounds are more 
frequently subjected to school disciplinary sanctions, including removal from the classroom 
or school (Gregory, Skiba, & Noguera, 2010; Wallace, Goodkind, Wallace, & Bachman, 
2008). This discipline gap is likely influenced by the demographic divide that exists between 
teachers and many of their students, who often are from different cultural backgrounds that 
reflect different expectations for student behavior (Cartledge, Gardner, & Ford, 2009; Gay, 
2010; Weinstein, Curran, & Tomlinson-Clarke, 2003). These differences become a prob- 
lem at times because expectations for appropriate behavior are often influenced by culture, 
“and conflicts are likely to occur when teachers and students come from different cultural 
backgrounds” (Weinstein, Tomlinson-Clarke, & Curran, 2004, p. 26). Culturally responsive 
classroom management is needed to reduce the discipline gap and provide a more equitable 
classroom experience for students from CLD backgrounds. 


4 


Step-by-Step 

Culturally responsive classroom management is de- 
signed to create a setting in which student behavior is 
appropriate—not because of fear of punishment or a 
desire for a reward, but because students have a sense of 
personal responsibility (Weinstein, Tomlinson-Clarke, & 
Curran, 2004). The teacher therefore places an empha- 
sis on teaching students to make good decisions about 
their behavior, rather than emphasizing an overreliance 
on external control. Research provides support for sev- 
eral key components of culturally responsive classroom 
management (Cartledge @ Kourea, 2008; Weinstein, 
Curran, & Tomlinson-Clarke, 2003; Weinstein, Tomlin- 
son-Clarke, & Curran, 2004). 


@ Recognize your own biases and ethnocentrism 
(Weinstein, Curran, & Tomlinson-Clarke, 2003; Weinstein, 
Tomlinson-Clarke, & Curran, 2004). We are all cultural 
beings who have assumptions, beliefs, and biases related 
to human behavior. It is critical that teachers recognize 
that cultural differences exist, and that schools often 
reflect some of these biases. More specifically, schools 
most often adopt a European American, middle-class 
worldview that influences how most classrooms operate 
(i.e., placing an emphasis on efficiency, independence, 
and individual achievement). By examining your own 
cultural, ethnic, and socioeconomic class biases, you are 
much less likely to misinterpret the behavior of students 
from different cultural backgrounds and treat them 
inequitably. 


63) Be aware of and knowledgeable about the cultural 
backgrounds and related behavior patterns of your stu- 
dents (Weinstein, Curran, & Tomlinson-Clarke, 2003; 


Weinstein, Tomlinson-Clarke, & Curran, 2004). Many 
classrooms include students from a range of cultural 
backgrounds. At least some of these students are likely to 
have patterns of behaviors and beliefs that vary from the 
expectations in a typical classroom. For example, Del- 
pit (1995) has pointed out that many African American 
students from working-class families are accustomed to 
experiencing very direct language from authority figures 
(e.g., “Sit in your seat and get to work”), rather than the 
indirect, or polite language that is often used in class- 
rooms (e.g., “Are you ready to get in your seat and get to 
work?”). Teachers can learn about students’ backgrounds 
and gain valuable information that informs culturally re- 
sponsive classroom management by learning about (a) 
the experiences and history of persons from CLD back- 
grounds; (b) students’ families and communities; (c) in- 
terpersonal relationship styles and discipline practices; 
and (d) cultural conceptions of time and space (e.g., how 
students think about punctuality). 


@ Establish clear expectations for behavior (Cartledge 
& Kourea, 2008; Weinstein, Curran, & Tomlinson- 
Clarke, 2003; Weinstein, Tomlinson-Clarke, & Curran, 
2004). As we noted previously, different cultures may 
have different views regarding appropriate behavior. For 
example, in some cultures, making eye contact is a sign 
of respect for authority figures, yet in other cultures, 
averting the eyes is viewed as more appropriate. In many 
classrooms, teachers expect students to sit and listen 
while others speak. This expectation may be inadver- 
tently disregarded by some African American students 
who are more accustomed to being active participants by 
using a call-response pattern of interaction. When using 
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this interaction style, there are frequent interactions 
between the speaker and others (e.g., responses are often 
provided when the speaker makes statements). 

It is important to note that when a mismatch occurs 
between a student’s cultural background and _ class- 
room rules, the teacher must make a decision regarding 
whether or not this difference should be accommodated. 
This practice of mutual accommodation (Nieto & Bode, 
2008) suggests that at times teachers should adjust rules 
based on students’ cultural backgrounds, while at other 
times they should maintain rules that are needed to meet 
the requirements of school (e.g., attendance, punctuality, 
homework completion), and that are important to ensure 
academic progress and success. 

Any good classroom management system is built on 
clear rules for behavior that students from all cultural 
groups understand. Typically, classrooms have three to 
six rules that are stated in a positive way (e.g., “follow 
teacher directions,” “complete assignments on time”) 
and are associated with success in the classroom. To 
ensure that students understand and have ownership for 
the rules, the teacher and students should develop these 
rules collaboratively. Students should also be engaged 
in discussions regarding the rules, and opportunities 
should be provided for modeling and practice to ensure 
understanding. 


@ Organize the classroom to support culturally respon- 
sive practices (Weinstein, Curran, & Tomlinson-Clarke, 
2003). The physical environment of the classroom can 
be used to convey respect for cultural diversity. This may 
be done in many ways, including the following: 


¢ Display a map of the world that highlights students’ 
countries of origin. 

¢ Use different languages on signs and posters in the 
classroom that welcome students. 

¢ Depict persons from different cultural groups in 
pictures that are displayed. 


* Emphasize literature from different cultures, and en- 
sure that books promoting diversity are prominently 
displayed. 

The physical environment of the classroom can 
also be used to affirm connectedness among students 
and a sense of community that accepts and supports all 
students. For example, arranging desks in clusters that 
allow students to work together, engage in discussions, 
share materials, and assist one another on academic 
tasks can be done to facilitate the connectedness among 
students and the development of a sense of community. 


@ Create a caring setting (Cartledge & Kourea, 2008; 
Weinstein, Curran, & Tomlinson-Clarke, 2003). In any 
classroom, management of student behavior is more 
successful when a climate of trust, respect, and caring 
is developed. This is especially important when students 
are from a different cultural background than the teacher. 
Developing a sense of community within the classroom 
can be an important component of a caring classroom. 
Teachers can begin to develop a sense of classroom com- 
munity by having students explore how they are similar 
and different. Other activities such as morning meet- 
ings and cooperative learning activities allow students to 
get to know one another better and highlight students’ 
unique backgrounds and abilities. 

The teacher can play a key role in developing a sense 
of caring and respect for others within the classroom by 
engaging in activities that model these behaviors. This 
can be done by (a) greeting students in their native lan- 
guage and having other students learn words or phrases 
in this language; (b) modeling respect for diversity by in- 
cluding examples from different cultures in instructional 
activities; and (c) taking on the role of a warm demander 
(Ross et al., 2008) by not only caring for the students 
but also having high expectations and holding students 
accountable for their behavior and the quality of their 
work. 


Applications and Examples 


A critical element of culturally responsive classroom management is fairness (Cartledge & 
Kourea, 2008). There are many ways teachers can ensure fairness in a culturally diverse 
classroom. One important consideration is to ensure that behavioral consequences match 
any violation of rules that may occur, and are not viewed by students as an overreaction to an 
infraction. Another critical consideration is that disciplinary actions should not be discrimi- 
natory against any group of students or individual, or allow privileges for certain groups. 
For example, Weinstein and colleagues describe the dress code at a school where European 
American students were allowed to wear pants with holes in the thighs, while African Ameri- 
can students were punished with 10-day suspensions for not snapping the straps on their 
overalls (Weinstein, Tomlinson-Clarke, & Curran, 2004), 

A key concern that arises regarding fairness in the classroom is when students begin 
to discern unfairness, they not only become angry but they may also begin devaluing the 
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importance of education and disengage from school (Cartledge & Kourea, 2008). These 
behaviors are more likely to occur if classes seem to have standards that favor the advan- 
@ taged group, and thus reflect ethnic injustice. 















Keep in Mind 
Teachers may engage in many actions and activities that promote culturally responsive 


caring and respect for all students. Caring in action may be reflected in behaviors such as the 
following (Gay, 2010). 


* Ensure that students from different ethnic groups feel valued, recognized, respected, 
seen, and heard in the classroom. 

¢ Demonstrate personal and academic knowledge of culturally diverse students. 

* Be confidants, resources, and advocates for culturally diverse students. 

¢ Help students develop a sense of who they are, what they value, and what they can 
accomplish. 

¢ Support students to develop competence, confidence, compassion, courage, and courtesy. 

¢ Be academically demanding and personally supportive. 

¢ Treat each student in the classroom with equal human worth. 

Acknowledge differences among students without making judgments. 
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Strategy 12.5 





DOUBLE-CHECK: A CULTURALLY 
RESPONSIVE APPROACH TO 





CLASSROOM MANAGEMENT 





Rationale 


Professionals are in agreement that more culturally responsive approaches to classroom 
management are needed to address the needs of students from culturally and linguistically 
diverse backgrounds (Gay, 2010). These practices should be based on current evidence re- 
garding effective practices, and must address the needs of teachers and students from a diverse 
range of cultural backgrounds. The double-check framework has been developed to support 
teachers in delivering culturally responsive behavior management (Hershfeldt, Sechrest, Pell, 
Rosenberg, Bradshaw, & Leaf, 2009; Rosenberg, 2007). This approach uses evidence-based 
components to address culturally responsive practices in the classroom. 


Step-by-Step 
Double-check is a five-step framework for supporting 


teachers in developing more culturally responsive class- 
room management strategies. 


@ Engage in reflective thinking about cultural group 
membership. Double-check begins by having teach- 
ers examine their own cultural group membership, as 
well as those of their students. As this is done, teach- 
ers begin to understand the concept of culture, and 
recognize why culture is important to understand for 
effective classroom practice. Teachers examine their 
thinking regarding culture by (a) being aware of their 
own group membership and history; (b) being aware 
of their students’ group memberships and histories; (c) 
considering how classroom behaviors of students are 
influenced by past and present circumstances (e.g., life 
experiences, cultural practices); (d) examining their 
own (the teacher's) biases, and how these biases might 
influence the interpretation of classroom behavior; and 
(e) making efforts to reach out to students and under- 
stand differences. These activities are best completed in 
collaboration with other teachers. We later describe a 
self-assessment instrument that can be used to facilitate 
this process. 


@ Develop sensitivity to students’ cultural and situa- 
tional messages. As we noted previously, getting to know 
your students’ cultural backgrounds and histories, as well 
as examining your own cultural history and biases are 
important steps in developing sensitivity to students’ cul- 
tural experiences and practices. Given the many different 
cultural backgrounds of students, and the differences 
that exist within a given cultural group (Gay, 2010), it 
is important that teachers interpret student behavior 
based on the student’s cultural background. For example, 


Townsend (2000) has noted that some teachers respond 
negatively to a communication style of some African 
American students that is viewed as argumentative 
during classroom discussions. Interpreting this commu- 
nication style through a cultural lens allows the teacher 
to realize that viewing this behavior as argumentative 
is a misinterpretation, as the students are expressing a 
passionate feeling about the topic being discussed—a 
behavior that is highly valued and appreciated by most 
teachers. 


3) Develop an authentic, caring relationship with 
students. In any classroom, fewer behavior problems 
occur when the teacher and students have a posi- 
tive relationship. This is especially important when 
working with students from a range of cultural back- 
grounds, as most students value a caring relationship 
with their teacher. Teachers who demonstrate caring 
for their students are interested not only in the stu- 
dents’ academic achievement but also their social and 
emotional well-being. Moreover, when a teacher has 
a caring, authentic relationship with a student, the 
teacher is in a better position to address any behavior 
issues with a plan that aligns with the student’s cul- 
tural background. 

Indicators that teachers are initiating and maintain- 
ing authentic, caring relationships with students include: 


¢ Examples of the teacher's involvement in the stu- 
dent’s personal life 

¢ Discussion of the student’s behavior rather than 
reacting immediately to behavior 

¢ Examples of recognition that situational factors 
(e.g., need to save face) influence behavior 
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¢ Increased levels of positive attention directed 
toward the student (e.g., engagement during in- 
structional activities) 

¢ Evidence of caring and trust directed toward the 
student 


4 | Develop effective communication with students 
from CLD backgrounds. As we noted previously, 
many students from CLD backgrounds have distinc- 
tive communication styles that may not be a good 
fit for typical expectations of teachers. Teachers who 
have a culturally responsive approach to addressing 
these communication styles should seek to under- 
stand the intended communicative function of the 
student’s behavior. Furthermore, the teacher’s behay- 
ior should reflect civility and respect, even when this 
may be difficult to do. Finally, culturally responsive 
teachers should recognize that some issues that arise 
may be explained by the student’s lack of facility with 


code-switching (Gay, 2010)—that is, the student may 
not recognize that different contexts require different 
types of communication. 


5] Connect the student’s experiences with the curricu- 
lum. Using examples froma student’ cultural background 
in classroom lessons and activities tangibly demonstrates 
that the teacher values the student’s background. Further- 
more, these experiences help the teacher develop more 
authentic relationships with students, and model accep- 
tance of diversity to all members of the class. This con- 
nection to the curriculum should occur on an ongoing 
basis, and should be reflected in books that are read in 
class, coverage of historical events from different cultural 
perspectives, and so forth. This ensures that the value of 
different cultures permeates the curriculum, and that the 
cultural backgrounds of all students are represented in 
the curriculum. 


Applications and Examples 


Examining one’s cultural background and experiences is not an easy task. This is especially 
true when a person is from the majority or dominant culture (i.e., European American in 
most U.S. schools). We would recommend that as teachers examine their cultural group 
membership and their biases, they should work collaboratively with other teachers. Ideally, 
some of these teachers should be from different cultural backgrounds. To facilitate this pro- 
cess, we recommend using the self-assessment from Hershfeldt and colleagues (2009) or a 
brief, adapted version of that self-assessment in Figure 12.3 as a starting point for this exami- 
nation and discussion. All school personnel should complete the assessment anonymously. 
Each item in the assessment should be interpreted individually. This assessment can be used 
as a catalyst for discussion among small groups of school professionals or at faculty meetings, 
or the data may be aggregated to provide a building-level needs assessment and suggest pos- 
sible directions for professional development. 
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Figure 12.3 Double-Check Self-Assessment 


€ Review and provide a rating for each item below 


Evidence 


4—See U-Does 

regularly in 3-See not apply 

my school or | most of 2-Rarely 1-Never in my 
Program Components classroom the time see see school 

















Reflection on students’ group memberships 





| understand culture and why it is important. 





| reflect on how my actions 
contribute to student behavior. 








My views of differences are 
positive and constructive. 





Developing authentic relationships with students 





| encourage positive interactions among all 
students. 


| display to students tangible 
evidence of caring and trust. 


| am genuinely interested in the personal lives and 


aCtivities of my students. 
Effective communication 














| have high expectations for all of my students. 








a SS SST 
| am civil and respectful in all of my 


communications with students. 





| am not judgmental in my 
communications with students. 














| Know about and recognize “code switching.” 





Connections to the curriculum 





| use examples from students’ 
cultural backgrounds in my lessons. 








| use activities in instruction that reflect the cul- 
tural backgrounds of my students. 





| highlight cultural differences in a positive way. 





Sensitivity to cultural and situational messages 


| know how situations related to health, poverty, 
dress, and so forth may influence behavior. 


| am aware that students need to address multiple 
groups. 


| am aware of students’ social and political 
consciousness. 
































Open ended questions. Review the items above that were rated below a “4”. Those rated “3” may require additional prac- 
tice or attention. Those rated “2” or “1” may require additional instruction and practice. Please respond to the items below 
by prioritizing the areas in which you would like resources and support to address cultural responsiveness to students. 


Additional professional development in the following areas would be useful: 


f, Additional practice (e.g., role play, coaching) in the following areas would be useful: 


Note: This assessment is abbreviated and adapted from Rosenberg (2007) and Hershfeldt et al. (2009). For the full Self-Assessment, see Hershfeldt et al. (2009). 
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Keep in Mind 

Current research evidence strongly supports a positive system of behavior support for all stu- ( 
dents, and suggests that negative responses to behavior and punishment can quickly become 
ineffective when addressing the behavior of any student. To keep classroom management as 
positive as possible, and to address student discipline and the occasional need for punish- 
ment, Cartledge, Gardner, and Ford (2009) recommend the following: 


¢ Avoid disproportionate use of disciplinary actions for certain cultural or ethnic 
groups. 

¢ Keep punishment to a minimum, and ensure that consequences directly relate to the 
infraction and are fair and brief. 

¢ Emphasize positive relationships and show respect for all students, even when punish- 
ment is being used. 

¢ Communicate high expectations for social behavior for all students. 


* Appeal to students’ backgrounds and integrity as reasons for behaving appropriately. 
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After reading this chapter you will: 


¢ Know what to expect regarding 
effective instruction in inclusive 
classrooms. 


e Be able to describe principles 
and practices to support effective 
instruction in inclusive classrooms. 


e Understand principles and practices 
related to effective instruction in 
reading, writing, and mathematics. 


e Understand a series of guided, 
step-by-step interventions and 
practices to help you provide 
effective instruction to students in 

inclusive classrooms. 







































A VIEW FROM TEACHERS 


What Is Effective Instruction? 


We interviewed several teachers from Gilpin Manor Elementary and West Hernando Middle 
School regarding effective instruction in inclusive classrooms. Here’s what they had to say. 

A sixth-grade teacher, Lisa Grover, emphasized the importance of getting to know your 
students. “We do pretesting, talk with the students, review their work, for much of the first 
month of school. We look at what kind of work they hand in, what type of motivation they have. 
We look at whether they have a behavior problem as well. You really need to get to know them 
and their levels and what they understand.” Lisa also stressed the importance of communication 
with parents as she gets to know her students. “| send a letter to the parents at the beginning 
of the year, and say, ‘In a million words or less, tell me about your child.’ This is a very good 
learning opportunity for me. The parents really open up more when they're writing something 
down about the child. | get to know about their child's strengths and weaknesses, and what the 
family relationships are. | keep the letters on file all year, and go back to them often.” 

Susan Huff, a fifth-grade teacher, discussed the importance of content knowledge for 
effectively teaching all students. She commented that it is “important to know what you're 
teaching.” This deep knowledge of content helps a teacher to better “adapt and differentiate to 
meet all the needs of students in the classroom.” Susan concurs with the previous comments 
from Lisa Grover about getting to know your students to make this occur. Teachers need to know 
more than simply “That's a kid with ADHD. They have to get to know the individual child and 
understand their disability and their capabilities.” 

Laura Scott, a seventh-grade teacher, talked about the need for planning a lesson well and 
letting students know what's coming. “It's good to give students a heads up in the morning about 
the schedule for the day to keep them focused. For some children, it’s really important for them 
to know what's going to happen during a class period, even if it’s written on an index card that 
says we're going to do 1, 2, and then 3, so that they see what's coming and know what the period 
looks like. Sometimes it's a matter of having very specific expectations for the student, and they 
know they have to work for a certain amount of time.” 

Melissa Pratt, a preschool teacher at Gilpin Manor, and Eileen Walls, a behavior specialist 
at West Hernando, both discussed the importance of using different approaches to presenting 
information to students so that students get to see the information, hear about it, and experi- 
ence it, which result in multiple opportunities to learn. Melissa said that students “need models, 
they need visuals. A multisensory approach works best. And although this may be a special 
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Discuss with a peer your experiences in a class in which 
you learned a lot. What factors contributed to this effec- 
tive instruction? What were the characteristics of a class in 
which you learned very little? How did these classes differ? 


The most important single factor influencing student learning is an effective teacher. 


Pause & Reflect 
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education approach, it works well for everybody, and all children benefit.” Eileen Walls extended 
this idea by saying, “Visual aids are very powerful, when they can look at it, touch it, pass it 
around. That helps. We do charts and maps. Sometimes we have students draw their own 
map, and a lot of other ‘do-it-yourself’ activities. When we're talking about weather, in the 
book is a weather map from years ago in another part of the country. I'll tell them, when you 
go home, look at the weather outside, and make yourself a weather map. Why is the weather 
like it is now?" 

Finally, Vicki Eng, a seventh-grade teacher at West Hernando Middle School, noted the 
importance of having a classroom where expectations are clear and lessons are carefully planned 
and well organized. “It helps students to have guidelines and rules posted. This helps get the 
class under control, and they know what to expect. Lessons also need to be well planned—what 
you're going to teach them and how. Then they can make progress in learning, and | can make a 
real difference in their lives.” 





Introduction 


When you complete the Pause & Reflect exercise below and reflect with a peer on effective 
and ineffective teachers you have had, the importance of an effective teacher will likely be 
obvious. You may be surprised to know that it has only been in recent years that educators 
have realized just how important an effective teacher is, especially for students who struggle 
to learn core academic skills (.e., reading, writing, and arithmetic). Research has shown that 
students who are assigned to the most effective teachers three years in a row score as many 
as 50 percentile points higher on achievement tests when compared to students who are as- 
signed to the least effective teachers (Rivers & Sanders, 2002). 

For students with less effective teachers, this level of difference in achievement is suffi- 
cient to lead to failing statewide accountability measures, grade retention, and even, in some 
extreme cases, a label of learning disability. Over a period of years, the quality of the teacher 
contributes more to student achievement than any other 
factor, including class size, class composition, or student 
background (Rivkin, Hanushek, & Kain, 2005). 

Fortunately, research has documented many of the 
effective practices that teachers may employ to make 
sure that students who struggle academically learn to 
read, write, and use math skills. Some of these prac- 
tices may be new to you; others are surprisingly simple 
and obvious, as the interview with teachers from Gilpin 
Manor Elementary and West Hernando 
Middle School at the beginning of this chap- 
ter illustrated. For example, Laura Scott said 
that lessons should be carefully planned so 
students know what is expected of them, and 
students should be actively involved in the 
lessons whenever possible. A related part of 
effective instruction was described by both 
Lisa Grover and Susan Huff, as they noted 
that the teacher needs to know her students 
well, and understand what they know and 
don’t know. This information, along with 
deep knowledge of the content being taught 
provides a teacher with the needed informa- 
tion to successfully differentiate instruction 
to meet the needs of all students. 
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A key concept that we often use when describing effective instruction is that many 
students seem to learn basic skills in reading, writing, and math by osmosis; they just soak 
up this information and readily learn it. However, students who struggle to learn these 
skills, including many who have disabilities, are different. It seems that they must be taught 
everything, using direct, explicit methods. This is a bit of an oversimplification (i.e., all stu- 
dents struggle at times, and all students seem to learn at least some things by osmosis), but 
we have found this concept useful as we consider what works when teaching students who 
struggle to learn basic academic skills. 

In this chapter, we address effective instruction for core academic skills in reading, 
writing, and mathematics. We do this by addressing high-quality core instruction in general 
education classrooms (or Tier-1 instruction in response-to-intervention [RTI] models), as well 
as supplementary instruction that teachers may provide in general education classrooms when 
students struggle to learn this content (i.e., Tier-2 instruction). These instructional practices 
provide a critical foundation of knowledge and skills that you will need to effectively meet the 
needs of all students and to ensure that they learn basic academic skills in reading, writing, 
and mathematics, and make adequate yearly progress as they move through school. 


Effective Instruction in an Inclusive Classroom: 
What to Expect 


As you know from your years in school, students in any classroom have skill levels in read- 
ing, writing, and mathematics that vary dramatically. It is not uncommon to have some 
students who read well above grade level, while others struggle to read and learn from mate- 
rial presented in class. This same range of skill levels is also common in writing and math- 
ematics. Providing effective instruction for the full range of students in a classroom while 
addressing the needs of students who struggle to learn basic skills is not a simple matter. 

However, the importance of providing instruction to ensure that students learn basic 
skills in early elementary school is widely recognized by elementary teachers, parents, and 
policy makers (i.e., by the U.S. Congress in the No Child Left Behind Act of 2001). More 
specifically, basic skills in reading, writing, and mathematics are building blocks for later 
learning, and students must master these skills to ensure success as they move through 
school and learn more complex content. 

Providing effective instruction for all students is a major purpose of inclusion, and 
is why most general education teachers support well-designed inclusive programs. These 
teachers realize that they will be much more successful in providing effective instruction to 
all students if they have collaborative support from special education staff. To make inclu- 
sion successful, general and special education teachers share their skills and knowledge of 
students, instructional methods, and classroom organization. This collaboration provides 
the opportunity to group students creatively and differentiate instruction so that teachers 
can more effectively address the needs of all students. 

The reality of all classrooms is that teachers engage in what one teacher called a juggling 
act, trying to figure out how to distribute their time among various students. As Susan Huff, 
a fifth-grade teacher at Gilpin Manor Elementary School said, one of her biggest challenges 
is finding the time to meet the needs of all of students. “It takes a lot of time to differenti- 
ate instruction, and create support materials.” Working with a special education teacher or 
paraeducator may address this issue to some degree, because this allows teachers to regroup 
students and provide intensive, small-group instruction to those who struggle to learn basic 
skills. But even under the best of circumstances, time is at a premium in a general education 
classroom. Given this shortage of time, many teachers in inclusive programs use strategies 
such as cooperative learning and peer tutoring to engage students in learning together col- 
laboratively to better address student needs. 

Finally, a reality of many classrooms is that instructional services are being reorga- 
nized to provide seamless tiers of instruction to better meet student needs as part of RTI 
models. These models are designed to provide high-quality, effective core instruction in the 


MM 282 parti 





Effective instruction requires careful planning and organization of classroom 
activities. 
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general education classroom (Tier-1 instruction), and supplementary instruction in the gen- 
eral education classroom for students who struggle to learn basic skills (Tier-2 instruction). 
Well-designed RTI models can provide the foundation for effective instruction in inclusive 
schools and classrooms, ensuring that all students have the necessary supports to learn 
basic skills in reading, writing, and mathematics. 


Principles and Practices to Support Effective Instruction 


Delivering effective instruction in core academic areas is not a simple task. In this section, 
we present information on research-based practices for delivering instruction that improves 
academic achievement for many students who struggle to learn basic skills in reading, writ- 
ing, and mathematics. We begin by addressing teacher behaviors in delivering instruction, 
and then describe grouping practices that may be used to deliver effective instruction. 


Effective Instruction: Teacher . 
Behaviors in Delivering Instruction 


Research and the experiences of teachers have shown that when a teacher engages in effec- 
tive instruction in teaching basic skills in reading, writing, and mathematics (or teaching 
new skills in any content area), certain instructional behaviors are consistently observed 
(Borich, 2011; Kauchak & Eggen, 2012; McLeskey & Waldron, 2011; Rosenshine & Stevens, 
1986). These behaviors relate to the teacher’s actions when beginning a lesson, presenting 
information during the lesson, guiding student practice after instruction, correcting student 
work and providing feedback, planning and carrying out student seatwork, and following 
up the lesson. Each of these components is briefly described in Figure 13.1. 

You will note from Figure 13.1 that effective instruction is well organized; focuses stu- 
dent attention on well-defined, critical information; provides multiple opportunities to learn 
material with feedback; and includes follow-up monitoring to ensure that the information 
is retained over time. These components of effective instruction and related lesson structure 
provide a foundation for high-quality core instruction in the general education classroom. If 
you review the interview with teachers from Gilpin Manor Elementary and West Hernando 
Middle School that was presented at the beginning of this chapter, you'll see that they ad- 
dress many of these principles, including providing clear expectations, ensuring that les- 
sons are well organized, and varying activities during a lesson. Although these components 
do not include everything a teacher needs to know about effective instruction, they provide a 
good foundation, especially for teaching basic 
skills in reading, writing, and mathematics. 
For a review of the principles of research- 
based instruction in core content areas, see 
Strategy 13.1 later in this chapter. 

Educators have incorporated the compo- 
nents of effective instruction in Figure 13.1 
into materials that use direct instruction 
or an explicit approach to instruction. This 
approach has been demonstrated to be highly 
effective for students who struggle learning 
basic skills (Borich, 2011). Direct instruction is 
defined as “a model that uses teacher dem- 
onstration and explanation combined with 
student practice and feedback to help learn- 
ers acquire well-defined knowledge and skills 
needed for later learning” (Eggen & Kauchak, 
2012, p. 266). For example, Reading Mastery 
(Engelmann & Bruner, 2003) is a complete 
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. Review and check homework 
¢ Develop routines for students to check each other’s homework. 
e Review and question students regarding past learning. 
e Review relevant prerequisite skills before instruction. 
e Reteach when necessary. 
. Presentation of material, information 
¢ Provide a short statement of objectives and an overview or advance organizer. 
e Present ideas so that they are clear to students at different levels of understanding. 
e Highlight main points. 
e Provide concrete examples and illustrations. 
¢ Provide models and demonstrations. 
e Proceed at a rapid pace, but in a logical, step-by-step order. 
e Frequently check for understanding by asking questions. 
e As necessary, provide detailed and redundant instruction, including examples. 
. Guided practice following instruction 
e Initial practice is closely monitored or guided by the teacher. 
e Evaluate student responses and ask questions to check for understanding. 
e Ensure that all students respond and receive feedback. 
e As needed, provide additional instruction. 
e Guided practice continues until students firmly grasp content, a success rate of at 
least 80% is achieved, and students can work independently. 


. Correctives and feedback 


e Follow a quick, firm, correct response with another question or a brief acknowledgment 
of correctness (e.g., “That’s right”). 

e Follow a hesitant correct response with process feedback (e.g., “Yes, Linda, that’s right 
because .. .”). 

e When the first response in incorrect, try to elicit an improved response. 

e Corrections can include feedback (i.e., simplifying the question, giving clues), 
explaining or reviewing steps, giving process feedback, or reteaching. 

e Student errors indicate a need for more practice; monitor student work for 
systematic errors. 

e Use praise in moderation; specific praise is more effective than general praise. 

¢ Continue guided practice and corrections until all students meet the objectives of the 
lesson. 

. Independent practice (Seatwork) 

e Provide sufficient practice. 

e Practice should be directly relevant to the Sills content being taught. 

e Practice to overlearning, when responses are firm, quick, and automatic. 

¢ During independent practice, the correct response rate should be 95% or better. 

e Students should be held accountable for seatwork. 

e¢ Seatwork should be actively supervised, whenever possible. 

6. Weekly and monthly review 

e Systematically review material previously learned. 

e Include review in homework. 

e Test frequently. 

e¢ Reteach material missed on tests. 





Sources: Adapted from Borich, 2011; Kauchak & Eggen, 2012; Rosenshine & Stevens, 1986. 


instructional program to teach reading that is built on the principles of direct instruction. 
This program includes highly structured material for students in grades K—6, with related 
scripts for teachers as they teach material to students. Similar programs are available to teach 
reading to older students (e.g., Corrective Reading [Engelmann, Hanner, & Johnson, 2008] 
for students in grades 4-12); writing (e.g., Reasoning and Writing [Englemann, 2001] for 
students in grades K-12); and mathematics (e.g., Connecting Math Concepts [Engelmann, 
Carnine, Bernadette, & Engelmann, 2003] for grades K-8 and Corrective Math [Carnine, 
Engelmann, & Steely, 2003] for grade 4 to adult). For a description of a lesson using di- 
rect instruction to teach mathematics in a first-grade classroom, see Strategy 13.2 later in 
this chapter. 
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Consider the ways you were grouped for instruction 

when you were in school. What were the most common 
grouping arrangements in elementary school? Secondary 
school? Which grouping arrangements made it easier for 
you to learn content? Why? 
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Grouping Students to Support the 
Delivery of Effective Instruction 


As you reflected on your experiences with grouping arrangements in school, you likely 
recalled many examples when a teacher provided instruction to an entire class. This ap- 
proach to instruction is efficient, as the teacher conveys information to a large number of 
students quickly. You (and most teachers) very likely have 
been quite successful in learning information using this 
grouping format. However, for some students, especially 
those who struggle to learn basic academic content, this 
approach often does not work well. 

In recent years, many teachers have begun to use al- 
ternatives to whole-group instruction in general education 
classrooms to ensure that they better meet the needs of 
all students (Eggen & Kauchak, 2012; Good & Brophy, 
2008). This change in practice has occurred as teachers 
have recognized that if only whole-class instruction is used, “individual student needs are 
not met or, worse yet, that selected children, often the most needy, may be denied access to 
knowledge, instruction, and an opportunity to learn” (Reutzel, 2003, p. 243). 

These alternative grouping strategies are designed to allow teachers to use components 
of effective instruction (see Figure 13.1) that may be difficult to employ when using whole- 
group instruction. For example, teachers may use these grouping strategies to reduce the 
number of students being taught and offer the teacher the opportunity to provide intensive, 
explicit instruction that is tailored to the individual needs of students and closely monitored 
to ensure effectiveness (Gersten et al., 2009; McLeskey & Waldron, 2011). 

Options for grouping students who do not learn content via whole-group instruction 
include homogeneous ability groups; mixed-ability groups (e.g., cooperative groups); indi- 
vidual tutoring; and peer tutoring. These grouping options may be used in a general educa- 
tion classroom or in a separate classroom. To determine whether groups of students require 
instruction in the general education classroom or in separate locations, teachers should 
address logistical considerations related to the size of the general education classroom, the 
type of activities that are occurring across groups, student characteristics (e.g., attention to 
task), and similar issues. 


Skill-Based Grouping 

Perhaps the most intuitively appealing approach for grouping students who struggle to learn 
academic content, and indeed the most widely used strategy in schools for most of the last 
century (Haager & Klingner, 2005), has been to group students based on their perceived 
ability or skill level. This ability grouping, or tracking strategy, has been (and continues to 
be) an appealing approach because it ostensibly allows teachers to group students based 
on common needs, and it simplifies planning and teaching so that teachers may focus on 
specific student needs. 

Much evidence indicates that when students are in low-skill or low-ability groups 
for much or all of the school day, they often do not benefit academically (Freeman & Alkin, 
2000; Good & Brophy, 2008; McLeskey & Waldron, 2011; Reutzel, 2003; Salend & Garrick 
Duhaney, 2007). This type of ability grouping has been particularly negative for students 
from low socioeconomic status backgrounds and those with disabilities (Freeman & Alkin, 
2000; Good & Brophy, 2008; McLeskey & Waldron, 2011; Salend & Garrick Duhaney, 
2007). The lack of effectiveness of this type of grouping has been attributed to a number of 
factors (Good & Brophy, 2008; McLeskey & Waldron, 2011; Reutzel, 2003), including: 


* Fewer students assume leadership roles. 

* More students engage in disruptive behavior. 

* Contact between students across different skill levels is limited. 
* The quality of instruction in these groups tends to be poor. 
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1. The number, size, and composition of groups should be flexible, and vary according to 
content and student needs. 


2s Seo should be periodically created, modified, and disbanded depending on student 
needs. 

3. Groups should vary in size, from 2 to 10 students, depending on the purpose and format 
of instruction. 

4. Grouping should lead to more effective instruction and improved achievement, not 
simply differential pacing through the curriculum. 

5. Group scheduling and instruction should be flexible, and should depend on the content 
of instruction and students’ instructional needs. 

6. Students should spend the majority of the day in mixed ability groups. 

7. Teachers should limit the extent to which membership in an ability group determines 
other school experiences. 

8. Groups should be organized so that struggling learners receive the extra instruction they 
need. Groups for these students should typically be smaller (e.g., 3-5 students), and 
meet for more instructional time with the teacher. 

9. An explicit strategy should be used for closely supervising the work of groups. 


Sources: Adapted from Good & Brophy, 2008; McLeskey & Waldron, 2000; Unsworth, 1984. 


Although long-term ability groups are often not effective, this does not mean that stu- 
dents should never be grouped by skill or ability for instruction. When used appropriately, 
this type of instruction has been demonstrated to be highly effective. For example, teach- 
ers may use skill-based grouping to provide struggling readers the intensive instruction 
they need to make adequate academic progress. However, when using skill-based grouping, 
teachers should attend to guidelines for effective use of groups (summarized in Figure 13.2) 
that help to avoid many of the pitfalls that have arisen in the past. 


Mixed-Ability Grouping Using Cooperative Learning 

At least partially in response to problems that exist when grouping students with similar 
skills or ability, educators developed strategies for delivering instruction using mixed-ability 
groups (Borich, 2011; Eggen & Kauchak, 2012). These strategies are primarily based on the 
use of small groups of students (usually two to six) who work in cooperative groups to learn 
academic content. Cooperative learning involves students working together to learn and to 
ensure that others in their group learn as well 
(Eggen & Kauchak, 2012). Cooperative learn- 
ing groups vary widely in type, but they share 
common characteristics that are described in 
Figure 13.3. For a description of cooperative 
learning, see Strategy 13.3 later in this chapter. 


Individual Tutoring 


Several researchers contend that individu- 
alized tutoring is the optimal instructional 
method for meeting the needs of students 
who are struggling academically (D’Agostino 
& Murphy, 2004; Elbaum, Vaughn, Hughes, 
& Moody, 2000; Good & Brophy, 2008). 
Tutoring is especially effective when done 
by teachers who are highly skilled and can 
engage in flexible decision making to meet 
individual student needs. Classroom teach- 
ers routinely provide brief, short-term tutor- 





begs 2 ; Cooperative learning is an alternative grouping strategy that can lead to improved 
ing to students in inclusive classrooms, but student learning, 
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‘| Common Characteristics of Cooperative Learning Groups — 





| ¢ Positive interdependence: The accomplishment of the group goal depends on all 

group members working together. Thus, each group member must be concerned about 

the performance of all of the other group members. Students are not successful until the 
group has achieved its goal, and each individual has attained his or her goal. 

| ¢ Individual accountability: All students are held individually accountable for their own 
learning, as well as for their contributions to the group. Individual evaluations are used to 
determine if each student has mastered the content being learned. 

¢ Cooperative skills: Students must learn and practice social and cooperative skills 
within the group. These are social skills that are commonly used in group activities, such 
as sharing materials, taking turns, and encouraging others. 

¢ Face-to-face interaction: In cooperative learning groups, students interact with one 
another as they are working. They may seek assistance from others, offer assistance, 
plan activities, learn different aspects of the content, teach content to others, and so 
forth. 

e Student reflection and goal setting: At the end of a cooperative activity, students 
evaluate how the group functioned, and whether the group’s goals were met. Students 
then engage in reflective discussion and individual goal setting to improve their work in 
cooperative groups. 

e Heterogeneous grouping: Most often, cooperative groups should be heterogeneous, 
as students are mixed based on ability, skills, interests, and student characteristics 
(e.g., gender, ethnicity, ability or disability, language spoken in the home). However, 
at times, homogeneous groups are formed based on student interest (e.g., students 
interested in a particular topic in science might work together) or for instruction related to 
particular skills. 

























Sources: Marzano, Pickering, & Pollock, 2001; Putnam, 1998. 


long-term, intensive teacher tutoring is most often used 
as a Tier-3 intervention when a student has not responded ¢) 
well to previous interventions. 

Several teacher tutoring programs have been devel- 
oped that focus on helping students develop early reading 
skills (Clay, 2001; Hayes, Lane, & Pullen, 2005; Hoover, 
2001). The most widely used of these programs is Read- 
ing Recovery (Clay, 2001), which has been documented as 


Pause & Reflect 


Cooperative learning groups are at times frustrating for 
students. Have you experienced this frustration? In what 
ways? How might you minimize frustrating experiences of 
students when using cooperative groups? 









effective for many students. This program is highly specialized and requires extensive train- 
ing and related materials. For more information on Reading Recovery, see Strategy 13.4 later 
in this chapter. 


Peer Tutoring 
Peer-assisted tutoring strategies are a cost-effective 
approach to providing individual tutoring for students 
who struggle to learn academic content. These strate- 
gies consistently increase the academic achievement of 
struggling readers and are academically beneficial for the 
tutor as well (Bond & Castagnera, 2006; Fuchs, Fuchs, 
Craddock, Hollenbeck, Hamlett, © Schatschneider, 
2008). Furthermore, teachers have effectively used these 
activities across grade levels and content areas (Bond & 
Castagnera, 2006; Stenhoff & Lignugaris/Kraft, 2007). 
Peer-assisted learning strategies entail the use of 
i same-age or cross-age peers to provide academic and/ 
Me or social assistance to students who are struggling in ¢) 
Peer tutoring can be a highly effective instructional strategy. school (Fuchs et al., 2008). The most widely used and 7 
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thoroughly researched peer-assisted learning strategy is class-wide peer tutoring (CWPT) 
and a variation on this strategy, peer-assisted learning strategies (PALS) (Abbott, Green- 

€ wood, Buzhardt, & Tapia, 2006; Fuchs et al., 2008; McMaster et al., 2006). For more in- 
formation regarding a form of peer tutoring that is used to teach reading in grades 2-6, see 
Strategy 13.5, “Peer-Assisted Learning Strategies.” 

To ensure that peer tutoring is effective, tutors require training, and teachers must ad- 
dress other procedural guidelines. Good and Brophy (2008) have provided guidelines for 
implementing peer-tutoring programs. These guidelines begin by noting that the learning 
outlook in the class must change to a “we learn from one another” mind-set. They also 
describe several important procedural matters, including: 


1. Provide clearly specified times of the day for tutoring. 
2. Clearly describe specific assignments, and provide related materials for tutors. 


3. Tutors should work with tutees long enough to complete a sequence of assignments 
(over | to 2 weeks), rather than starting anew each day with a new tutee. 


4. Change the tutoring assignments every couple of weeks to prevent developing an “I’m 
your teacher” perspective. 


5. Tutors should not administer tests or be responsible for other student evaluation. 
6. Allow students to be tutors and tutees. 


7. Peer-tutoring programs take time. Spend the first week or so modeling tutoring behav- 
iors, making sure instructions for tutoring are clear, having students model appropriate 
tutoring, and so forth. 


8. Let parents know that peer tutoring will be used and that all students will be both tutors 
and tutees. 


® Effective Instruction in Reading, 
Writing, and Mathematics 


In the sections that follow, we address high-quality, effective core instruction (i.e., Tier 1) 
in the general education classroom in reading, writing, and mathematics. This instruction 
forms the foundation of any effective, inclusive classroom, and it ensures that students have 
the opportunity to learn basic skills that form the foundation for later learning in school. 
However, as we've discussed previously, even with high-quality core instruction, some stu- 
dents continue to struggle to learn basic skills in reading, writing, and/or mathematics. 
We also address more intensive, research-based instructional strategies and programs that 
enable teachers to meet the needs of these students in the general education classroom. 


Reading Instruction 


Many students seem to learn to read with little effort, but in all schools there are some 
students who struggle to learn to recognize words, read fluently, and comprehend what they 
read. Students who struggle with learning how to read often experience difficulty in two 
areas (Torgesen, 2000). First, they encounter difficulty in understanding how words they 
know orally are represented in print. This problem is often manifested in connecting sounds 
and letters in words, and it results in difficulty sounding out words. For example, a child 
may not recognize a beginning sound in a word, or that beginning sounds in two words 
match (e.g., dog and duck, or fat and fox). 
Many children who struggle learning to read also often have a second problem related to 
a limited sight vocabulary. That is, the words they recognize immediately by sight are lim- 
ited in number and range (Torgesen, 2000). For example, students in first grade may have 
4 difficulty quickly recognizing high-frequency words such as him, walk, and open, even after 
often reviewing the words over a period of several weeks. 
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These difficulties must be addressed explicitly if beginning readers are to make ade- 
quate progress in learning to read. Research related to why children struggle as they learn to 
read has led to a better understanding of critical components of beginning reading instruc- 
tion and how teachers should address these difficulties. 


Effective Beginning Reading Instruction 

Most educators agree on the crucial components of beginning reading instruction that are 
needed to address the difficulties faced by children who struggle learning to read (National 
Reading Panel, 2000; Pressley, 2002). These components address learning the sounds 
of letters in spoken words (phonological awareness), learning how letters correspond to 
sounds and applying this information (phonics), learning to read quickly and accurately 
(fluency), and understanding what is read, including single words (vocabulary) and the text 
(comprehension). These components of beginning reading are included in many beginning 
reading programs and basal reading series. 

Students who struggle learning to read often have difficulty with these components 
of reading. Explicit instruction that focuses on these components and uses effective in- 
structional strategies can significantly reduce the number of students who struggle when 
learning to read (Foorman, 2007; Torgesen, 2009). Many activities that teachers may use in 
the general education classroom to address each of these areas have been developed by the 
Florida Center for Reading Research (FCRR) and are available at www.fcrr.org/. Teachers can 
use activities from the FCRR Website to address problems with beginning reading related to 
phonological awareness, phonics, fluency, vocabulary, and comprehension. See Figure 13.4 
for examples of these activities. 


| ‘Activities to Support Student Learning of Critical Skills 
Wea tere lialaliarematcr-cellaremiaciigvreat(eya) 


e Phonological awareness: Rhyme recognition—The student is shown a picture and then 
names the object in the picture (“A box”). The student is then shown a second picture, 
names the object (“A fox”), and is asked if the words rhyme. 

¢ Phonological awareness: Syllables segmenting and blending—Students working in 
pairs are given a picture of a harmonica and the written word harmonica. One student 
says the word harmonica, and pauses between syllables. The second student counts the 
syllables and says, “Harmonica has four syllables.” The students then exchange roles and 
complete another word. 

¢ Phonological awareness: Phoneme matching—Students are given pictures of three ob- 
jects and are asked to match initial sounds in the words. The student names each object, 
then marks the object that does not have the same initial sound as the other two objects. 

¢ Phonics: Letter recognition—Students are given a board with a grid of letters of the 
alphabet and magnetic letters. The student is asked to choose a magnetic letter, say the 
letter name, and match the letter to the grid. 

¢ Phonics: Letter/sound correspondence—The student is given several objects and a grid 
of letters that match the initial sound of each object. The student chooses an object and 
places the object on the letter that matches the initial sound (¢.g., “glove” /g/). 

¢ Fluency: Fast match of high frequency words—Students working in pairs are given 20 
cards with high-frequency words. One student says a word, /arge, and counts to five while 
the second student finds the matching word. Students then reverse roles. 

¢ Vocabulary: Word identification, memory word match—Students are given 20 words on 
cards, placed face down on a table. One student turns over two cards. If the cards match, 
the student keeps them for her pile. If they do not match, the cards are turned face down 
in their original place, and the other student turns over two cards. Students continue until 
matches are found for all cards. 

¢ Comprehension: Sentence structure and meaning—Students are given sentences 
written on strips of paper. One student reads the sentence and then matches the 
meaning of the sentence to one of the pictures. This continues until all sentences and 
pictures are matched. 


Source: Adapted from Florida Center for Reading Research. (2011). Curriculum and instruction: Student center activities, 
grades K-1, Retrieved April 11, 2011, from www ferr.org/ 
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Beginning reading instruction is typically delivered to whole groups. This strategy is 
appropriate for many students (Reutzel, 2003), especially if lessons are well designed and 
the components of effective instruction that we discussed previously in this chapter are used 
in the lesson. These strategies ensure that information is taught explicitly and that teachers 
provide students with supports or scaffolding as they learn to read. 

In addition, during whole-class instruction, teachers can use several activities that 
engage students who struggle learning to read. These activities include storytelling, read- 
ing aloud, sharing student-authored material (stories, poems, songs), and reading books 
together (Reutzel, 2003). Other strategies to engage students who struggle during large- 
group instruction include asking questions regarding reading material and pairing students 
to discuss the answer; having students provide a summary of the main points of a presen- 
tation; and checking frequently with students to determine if they have a question about a 
point made or material presented (Vaughn, Hughes, Moody, & Elbaum 2001). 

After completing a lesson, it is important that students who struggle learning the content 
are given high-quality feedback, based on their specific needs, and are given the opportunity 
to practice (Coyne, Zipoli, & Ruby, 2006). This may occur as part of instruction on specific 
skills in a small group, which provides students opportunities to respond and interact with 
the teacher that were not available during large-group instruction. Another strategy for feed- 
back involves pairing students or having them work in cooperative groups to ensure that 
everyone has mastered lesson content. 


Supporting Students Who Struggle Learning to Read 

If students continue to struggle after they've been provided high-quality, effective core 
instruction, it may be necessary to provide additional instruction that is explicit, inten- 
sive, and systematic (Harlacher, Walker, & Sanford, 2010; Mellard, McKnight, & Jordan, 
2010; Ritchey, 2011). Explicit instruction uses the approach to instruction that is described 
in Figure 13.1, and includes explicit presentation of information, guided practice follow- 
ing instruction, corrective feedback to students, and independent practice. Furthermore, 
this instruction should focus on the specific skills that students are struggling to learn. 
Intensive instruction includes providing more time for instruction (e.g., a second time for 
reading instruction during the day in addition to core instruction), providing instruction 
in a small group (e.g., three to five students), or using instructional methods such as choral 
responses or peer interaction to increase students’ interaction with the content (Harlacher, 
Walker, & Sanford, 2010; Ritchey, 2011). Finally, systematic instruction is provided to 
make sure that the content being taught or goals of instruction are clear, that students who 
are taught in small groups have similar instructional needs, that the material is broken 
down and taught sequentially, and that this content is closely coordinated with the general 
education curriculum (Ritchey, 2011). 

One of the most widely researched areas in edu- 
cation is beginning reading instruction. This research 
has resulted in a number of research-based programs 
that teachers can use for instruction to improve stu- 
dent skills in phonological awareness and phonics (also 
called alphabetics), fluency, comprehension, and general 
reading achievement (Institute of Education Sciences, 
2011). Several of these programs are briefly described 
in Figure 13.5. 

Teachers often use the types of research-based programs that are described in 
Figure 13.5 as they deliver high-quality, intensive instruction (often Tier 2) to students who 
struggle learning to read. This instruction is provided in addition to core (Tier 1) instruction. 
Educators develop these instructional tiers to provide high-quality instruction as part of a 
school’s RTI program and as a framework for identifying students with disabilities (Fletcher 







Pause & Reflect 


How were you taught to read? Discuss this topic with a 
peer. If you learned to read with ease, how do the struc- 
tured, intensive methods of reading instruction described 
here differ from how you were taught? Why are these 
methods needed for students who struggle? 
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| Research-Based Programs for Providing Beginning 
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Effective addressing alphabetics (phonological awareness and phonics), fluency, 

and comprehension 

¢ SpellRead, formerly known as Spel/Read Phonological Auditory Training, is designed 
for students in grades 2 and above who are 2 or more years below grade level in reading. 
The SpellRead program emphasizes mastering specific skills through explicit instruction, 
consists of 130 lessons, and takes from 5 to 9 months to complete (Kaplan K12 Learn- 
ing Services, 2008). The program is offered for 60 to 90 minutes a day to groups of five 
students. 

¢ Ladders to Literacy has been documented as effective for kindergarten students, and 
includes 20 activities addressing each of three areas: print awareness, phonological 
awareness, and oral language (Ladders to Literacy, 2008). This program is published as 
part of Ladders to Literacy: A Kindergarten Activity Book. 

¢ Peer-Assisted Learning Strategies (PALS) (Fuchs, Fuchs, & Burish, 2000) is a peer- 
tutoring program that incorporates the existing curriculum to address student needs in 
reading. Students typically participate in PALS tutoring three times a week for 30 to 35 
minutes. For more information regarding PALS, see Strategy 13.5. 


Effective for alphabetics and fluency 

¢ Corrective Reading (Engelmann, Hanner, & Johnson, 2008) is a direct-instruction pro- 
gram that is designed to address alphabetics, fluency, and comprehension for students 
in grades 3 and higher. Lessons are highly structured and scripted, and can be used with 
an entire class or a small group of four or five students. This program is used four to five 
times a week for 45 minutes. 


Effective for alphabetics and comprehension 

e Reading Intervention for Early Success (formerly called Early Intervention in Reading 
[EIR]) (Houghton Mifflin, 2006) is used with the entire class or with small groups to 
address the needs of students who are struggling with learning to read. Early Success 
uses picture books to provide instruction related to phonemic awareness, fluency, sight 
vocabulary, and reading comprehension for students in grades K-4. 


Effective for alphabetics 

e Lindamood Phonemic Sequencing Program (LIPS) (Lindamood & Lindamood, 1998), 
formerly called Auditory Discrimination in Depth, is designed for use with a small group or 
one child in grades K-4. The program offers direct instruction regarding decoding words, 
identifying individual sounds and blends in words, letter patterns, sight words, and using 
context clues. The program is used for one hour a day, and lasts for 4 to 6 months. 

¢ Earobics (Houghton Mifflin, n.d.) is used to supplement a language arts program. 
The program uses interactive software for students in pre-K through grade 1 (Earobics 
Foundations) and grades 2 and 3 (Earobics Connections) to provide systematic instruction 
in basic literacy skills, including phonemic awareness, phonics, and comprehension. 
Multimedia support materials for the software are available, as well as books, leveled 
readers, manipulatives, and card sets. 


Source: Information on selected programs adapted from Institute of Education Sciences (2011). What works clearinghouse. 
Retrieved April 11, 2011, from http://ies.ed.gov/ 


S& Vaughn, 2009). For more information regarding the development of an RTI program and 
tiers of instruction for reading, see Strategy 13.6. 


Writing Instruction 


Writing is a very complex process that requires the integration of many skills related to content 
knowledge, the mechanics of writing (i.e., handwriting, spelling, punctuation), self-regulation, 
attention, and planning and organization. When teaching writing, most teachers focus on the 
process of writing rather than the end product (Cutler @ Graham, 2008). Thus, students learn 
to write by engaging in planning, writing, revising, and editing their work. 


Effective Beginning Writing Instruction 


The stages of process writing typically include the following (Gardner & Johnson, 1997: 
Lipkewich & Mazurenko, 2008): 
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1. Prewriting. This stage provides the writer with the opportu- 
nity to gain information regarding the topic through a review 
of written material (e.g., magazines, books, newspapers), online 
information, media, personal experiences, class discussion, and en 
so forth. Students may also collaborate with other students to | 
discuss and brainstorm regarding a topic or content area. To 
assist students in organizing information during prewriting, 
teachers often use strategies such as graphic organizers or brain- 
storming webs. Prewriting prepares students with the informa- 
tion needed to write about a topic and organizes information to 
facilitate writing. 


2. Writing a draft. Students learn to write by writing. At this stage, 
teachers encourage students simply to get something on paper. 
In other words, teachers emphasize producing content—not the 
mechanics of writing. Students will need a nonthreatening set- 
ting so that they may begin exploring a content area without 
fear that they lack the skills to write. Teachers encourage stu- 
dents to choose their best ideas to write about and to continue 
writing rather than stopping to edit (that comes later), 


3. Revising the draft. Initially, teachers encourage students to read 
their drafts aloud for flow and content. Students then work with 
a peer or in a small group to obtain feedback on their draft by 
reading their draft to others and noting if the writing is clear, logi- 
cal, contains sufficient detail, and so forth. Teachers may provide Students should write each day in a setting where they 
students with a framework for reviewing the draft. For example, —_ 2€ comfortable and motivated to write. 
students may review the draft using the following rubric: 





a. Is the information in a logical, effective order? 

b. What information or details are not needed? 

Does the reader need to know any additional information? 

d. What words or details could you replace with better or clearer words? 


Q 


4. Editing the draft. After receiving feedback, the student then edits the draft for content 
and organization. Students work together to edit for mechanics (spelling, punctuation, 
capitalization). The teacher may provide assistance to students, as needed. Revision and 
editing continue until the student has a final draft that is acceptable to the student and the 
teacher. 


5. Publishing. The students publish the final draft of their work, and then may read their 
work aloud and share the final product with peers, parents, and others. 


Several additional features of exemplary writing instruction are included in Figure 13.6. 
These features emphasize that students learn to write by writing each day in a setting where 
they are comfortable and motivated to write and where they receive the supports necessary 


to succeed in the writing process. 


Supporting Students Who Struggle Learning to Write 
Many students learn to write successfully using process writing in a setting that emphasizes 
the features of exemplary writing instruction, yet many students with disabilities who re- 
ceive this effective instruction continue to struggle. These students produce written prod- 
ucts that are less coherent, expansive, polished, and effective than those produced by peers 
without disabilities (Harris, Graham, Mason, & Friedlander, 2008). 

To teach students with disabilities who struggle as they learn to write, research suggests 
that an effective teacher should develop the attitudes and practice the behaviors described 
next (Graham, Harris, & Larsen, 2001; Harris et al., 2008): 
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| Features of Classrooms with Effective 
Writing Instruction 


¢ Student work is displayed prominently; writing and reading material is abundant. 

e Students work on a range of writing activities daily. 

e Students are motivated to write by a risk-free setting, as well as by selecting their own 
topics for writing or modifying teacher assignments, and being reinforced for their writing 
accomplishments. 

* The teacher has a positive attitude that all students can learn to write successfully, and 
makes sure that all students are aware of this positive attitude. 

° The teacher regularly meets with students concerning their writing, and establishes goals 
and criteria to guide the students’ work. 

¢ Students use a predictable writing routine as they reflect on and revise their work. 

e The teacher models the process of writing and a positive attitude toward writing. 

e Students work cooperatively with others to assist with the writing process. 

Students present their work in progress or completed work to peers for feedback. 

e The teacher provides instruction that addresses necessary skills, including phonological 
awareness, handwriting, spelling, writing conventions, sentence-level skills, text structure, 
the functions of writing, and planning and revising. 

¢ The teacher provides follow-up, targeted instruction to ensure that all students master 
necessary writing skills. 

e Writing skills are integrated across the curriculum. 

¢ Teachers provide students opportunities to self-regulate writing by working independently, 
arranging their own space, and seeking help from others. 

e The teacher frequently assesses writing progress, strengths, and needs. 

e Teachers conduct conferences and communicate with parents regarding the writing 
program and students’ progress as writers. 





Source: Adapted from Graham, Harris, & Larsen (2001). 


1. Expect that every child will learn to write. When a student has problems with learning 
to read and experiences difficulty with the mechanics of writing, it may not be easy for a ' 
teacher to remain optimistic that the student will succeed in learning to write. Negative 
attitudes might result in less interaction and feedback with students, more criticism, and 
less praise. Children with disabilities can be taught to write, but they need added support 
to succeed. It is important to focus on what the student can do as the writing process 
progresses and to build on the student's strengths. 


2. Identify and address obstacles that impede the student’s success. Students with 
disabilities may minimize the role of planning in writing, use ineffective strategies 
when revising their writing (e.g., focus on mechanical errors and not the content), 
struggle with the mechanics of writing, or place too much emphasis on handwriting, 
punctuation, or spelling. The particular obstacles that face a student who is learning 
to write should be identified so that writing instruction can be tailored to the student’s 
individual needs. 


3. Intervene early. Providing supplemental instruction addressing areas of weakness as 
students begin to learn to write can prevent or reduce the effects of difficulties later on. 
For example, research has shown that early instruction in areas such as spelling and 
handwriting can have a positive impact on a student’s compositional fluency later on. 


4. Provide balanced instruction. Students who struggle with learning to write need a 
balance of informal instructional methods (i.e., process writing) and formal instruction 
in specific skill areas that are weak (e.g., writing form and structure, strategies for plan- 
ning). Students need a balance because too much formal instruction can have a negative 
impact on their motivation to write, whereas too much emphasis on informal methods 
may leave students without the skills that are critical to success. 









For more informa- 
tion on the use 

of technology to 
support instruction, 
see Chapter 16. 


5. Use technology to support writing. The writing of many students with disabilities can i \ 
be significantly facilitated and enhanced by using technology. For example, the use of 
word processing reduces the need to recopy when revising, reduces demands related to 
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handwriting for students with motor problems, and results in papers produced in attrac- 
tive, professional formats. 


*@ Perhaps the most important skill for students who have problems with learning 
to write relates to strategies for regulating their own writing, from prewriting activities 
through the finished product. For example, some students benefit from explicit instruction 
in an approach to improve planning as they are writing. Self-regulated strategy develop- 
ment (SRSD) is an instructional approach that teachers can use to formally teach students 
strategies that improve writing (Graham, Harris, & MacArthur, 2006; Harris et al., 2008; 
Harris, Graham, & Mason, 2003). For more information regarding this approach to writing 
instruction, see Strategy 13.7 later in this chapter. 


Mathematics Instruction 


Many students with disabilities have difficulty keeping up with grade-level peers in math. 
This occurs for a range of reasons, depending on the characteristics of the disability and the 
nature of the mathematics content. For example, some students with reading problems do 
not have difficulty with math until later elementary grades, when word problems are preva- 
lent and the demands of reading make it difficult for them to make adequate progress. Other 
students with disabilities have difficulty learning basic math skills because of memory prob- 
lems, and some have difficulty with math concepts (e.g., number sense) that may occur 
because of a mathematics disability or a cognitive deficit. Of course, some students with 
disabilities do quite well in math, so you'll see a wide variation of strengths and weaknesses 
when working with students with disabilities in mathematics. 


Effective Beginning Mathematics Instruction 

As you know, mathematics is a unique subject matter in that content is relatively simple to 

sequence, with skills building on one another. Thus, if a student misses information regard- 
r ing one aspect of division, she will likely have difficulty with higher-level division skills 

until mastery of the prerequisite skill occurs or accommodations are provided. 

Given the nature of mathematics content, effective mathematics instruction depends on 
lessons that are well designed, using the effective instructional practices that we discussed 
previously in this chapter. Key components of effective instruction in mathematics include 
ensuring that students have prior or prerequisite knowledge, teacher modeling, and provid- 
ing sufficient time for student practice with teacher feedback. 

Researchers have examined mathematics basal series that are widely used in elementary 
schools to determine if important features of instructional design that support effective 
instruction are built into these materials (Jitendra, Salmento, & Haydt, 1999). These fea- 
tures of instructional design are included in Figure 13.7. 


Features of Instructional Design That Support Effective 
Instruction in Mathematics 


¢ Objectives that state what students will do are included and address behaviors that are 
observable, clear, and complete. 

¢ One new concept or skill is taught at a time. 

e Sufficient review activities are provided related to background knowledge. 

e Explicit explanations of problems or concepts to be learned are provided. 

e Lessons are carefully constructed that lead to efficient use of instructional time and 
maximum student achievement. 

¢ Sufficient and appropriate teaching examples are provided. 

e Adequate opportunities for practice are provided. 

e Reviews of skills learned are appropriately distributed over time. 

4 e Feedback procedures allow for quick, effective feedback when errors are made. 





Source: Adapted from Jitendra, Salmento, & Haydt (1999). 
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These instructional design features are included in most basal mathematics series. 


However, at times a text may place insufficient emphasis on one of the criteria (e.g., not enough 
distributed practice on skills learned), making it necessary for the teacher to add instructional 
activities to ensure that students learn and retain the skills taught (Jitendra et al., 1999). 


Supporting Students Who Struggle Learning Mathematics 

Even with highly effective core or Tier-] instruction in the general education classroom, 
some students will continue to struggle in learning mathematics. When this occurs, several 
research-based strategies are available for teaching these students more effectively and 
efficiently, including the following: 


1. Teachers should instruct students in small groups or individually, using system- 


atic, explicit instruction. Explicit instruction in math has been defined as “a teacher 
demonstrating a specific plan (strategy) for solving the problem types and students using 
this plan to think their way through a solution” (Gersten & Clarke, 2007). This type of 
instruction works most efficiently when used with a small group of students (no more 
than two to six) who need to learn the same skill. The teacher should present instruc- 
tion using the components of effective instruction that we discussed previously in this 
chapter. Instruction should provide highly explicit modeling of the steps needed to solve 
problems (Gersten et al., 2009). 


. Instruction should be carefully planned, be fast paced, use varied activities, and 


ensure student engagement (L. Fuchs & Fuchs, 2001; Gersten et al., 2009). Lessons 
should include thoughtful selection and sequencing of instructional examples, especially 
during the early stages of instruction when scaffolding is needed for student success. 
Using rapid pacing in a lesson ensures that students will complete more activities in a les- 
son. Likewise, using varied instructional activities (e.g., modeling, discussion, hands-on 
examples, problem solving) and quick pacing increases the level of student involvement 
and engagement in the lesson. 


. Teachers should use concrete, representational (pictures), and abstract examples of 


problems in lessons (L. Fuchs & Fuchs, 2001; Gersten et al., 2009; Miller @ Hudson, 
2007). Students with disabilities and others who struggle to learn math skills and 
concepts benefit from using manipulatives as they are learning concepts that underlie 
math problems (e.g., bundles of 10 sticks to illustrate regrouping). Using manipulatives 
to help students learn math concepts facilitates mastery of the concepts and improves 
maintenance of the skills learned (L. Fuchs & Fuchs, 2001). Mathematics instruction 
is most effective when teachers provide multiple graphic or manipulative examples that 
are specific to a set of problems and when students then practice using their own graphic 
organizers with teacher guidance (Gersten et al., 2009). 


. Teachers should encourage students to use self-questioning or think-aloud strategies 


(L. Fuchs & Fuchs, 2001; Gersten et al., 2009; Montague, 2007). Students with disabilities 
and others who struggle to learn math often have difficulty with multistep problems. 
When this occurs, these students may randomly use strategies rather than using a step- 
by-step approach. Research has demonstrated that encouraging students to verbalize their 
thinking (i.e., talking through a problem) is consistently effective in improving math prob- 
lem solving (Gersten et al., 2009). For a detailed example of the use of self-talk as a self- 
regulation strategy in math instruction, see Strategy 13.8 later in this chapter. 
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Summary 


This chapter addressed the following topics: 
Effective instruction in an inclusive classroom: What to expect 


¢ Effective instruction is well organized; focuses student attention on well-defined, criti- 
cal information; provides multiple opportunities to learn material with feedback; and 
includes follow-up monitoring to ensure that the information is retained over time. 

¢ The components of effective instruction have been incorporated into materials that use 
an explicit or direct instruction approach. 

¢ Effective instruction requires well-planned instructional content, with adaptations for 
individual student needs. 


Principles and practices to support effective instruction 


¢ Alternatives to whole-group instruction are needed to meet the needs of some students. 

¢ Alternative grouping strategies allow teachers to use components of effective instruction 
that they may not be able to use during whole-group instruction. 

¢ Grouping alternatives include homogeneous ability groups, mixed-ability groups (e.g., 
cooperative groups), individual tutoring, and peer tutoring. 

¢ Long-term ability groups are often ineffective. However, short-term, small-group, inten- 
sive instruction using ability groups may be very effective. 


Effective instruction in reading, writing, and mathematics 


¢ When students struggle learning to read, critical components of beginning reading pro- 
grams include phonological awareness, phonics, fluency, and comprehension (including 
understanding both single words and the text). 

¢ Students who continue to struggle when provided high-quality core instruction in read- 

4 ing should be provided intensive, explicit, systematic instruction in small groups or indi- 
vidually. This also should occur when students struggle to learn writing or mathematics. 
¢ After a group reading lesson, it is important that students who struggle learning to read 

have opportunities for high-quality feedback based on their specific needs. 

¢ Stages of effective writing instruction include prewriting, writing a draft, revising the 
draft, editing the draft, and publishing. 

¢ For struggling writers, teachers should identify obstacles to learning to write, intervene 
early, provide balanced instruction, and use technology to support writing. 

* Key components of effective mathematics instruction include ensuring that students 
have prerequisite knowledge, teacher modeling of information being taught, and pro- 
viding sufficient time for student practice with teacher feedback. 

* High-quality instruction in mathematics should be fast paced, use varied activities, and 
ensure student engagement; present concrete, representational (pictures), and abstract 
examples of problems during lessons; and encourage students to use self-questioning or 
think-aloud strategies. 
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Addressing Professional Standards 


Standards addressed in Chapter 13 include: 


CEC Standards: (3) individual learning differences; (4) instructional strategies; (5) learning 
environments and social interactions; (7) instructional planning. 


MyEducationLab 


Go to the topic Reading Instruction in the MyEducationLab (www.myeducationlab 
.com) for Inclusion,where you can: 
¢ Find learning outcomes for Reading Instruction, along with the national stan- 
dards that connect to these outcomes. 
* Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 
¢ Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Dispositions learning units. 
* Examine challenging situations and cases presented in the IRIS Center resources. 
¢ Check your comprehension on the content covered in the chapter with the Study 
Plan. Here you will be able to take a chapter quiz, receive feedback on your an- 
swers, and then access Review, Practice, and Enrichment activities to enhance 
your understanding of chapter content. 
















¢ 


_ EFFECTIVE INSTRUCTION IN 
® CORE ACADEMIC AREAS 


Putting It All Together 


Delivering effective instruction in core academic areas involves not just knowledge of prac- 
tices but also much additional information related to collaboration, planning, classroom 
management, and the use of technology, among other things. With this in mind, we offer 
several suggestions for your consideration. 


1. Effective instruction depends on collaboration. In an inclusive setting, a general education 
teacher often brings a deep knowledge of the content, whereas a special education teacher 
brings a toolbox of strategies to ensure that all students learn the material. When teachers 
combine these areas of expertise, they learn valuable new skills and provide more effective 
instruction. Thus, all students learn more. Collaboration is often essential to provide support 
for effective instruction in inclusive classrooms. 
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2. Effective instruction is well organized. Vicki Eng, a teacher from West Hernando Middle 
School, made this point well: “When you walk into a class with kids with LD or students 
who struggle, you need to be well organized; you can’t wing it, or you lose control of your 
class. You need to have guidelines, rules posted early, so issues don’t become problems you 
can’t control.” The information we presented previously on effective instruction clearly dem- 
onstrates that instruction for students who struggle should be explicit, intensive, and system- 
atic. Furthermore, this information should be presented in a classroom where instruction is 
predictable, and disruptions to instruction are kept to a minimum. 


3. Effective teachers have a toolbox of strategies that work. No effective practice works 
every time for every student. Effective teachers monitor the effectiveness of instructional ap- 
@ proaches and have alternatives available when a strategy does not work with a student. These 
strategies are obtained from many places, including from other teachers, online resources, 
textbooks, professional development activities, and so forth. Teachers improve their practice 
by adding effective instructional strategies to their toolbox that can be used to meet the needs 

of all their students. 


4. Effective teachers are lifelong learners. The best teachers are those who continue to im- 
prove and are constantly adding new strategies to help their students who struggle. These are 
teachers who reflect on their practice, use progress-monitoring data to determine if students 
are making sufficient progress, and change instructional strategies as necessary to improve 
outcomes for students. Teachers who continue to learn new practices observe effective prac- 
tices in other teachers’ classes whenever possible. They also welcome observation in their 
own classrooms, as well as coaching support from peers when they are learning new practices 
(McLeskey, 2011). 


Strategy Fact Sheet 


In the remainder of this chapter, we describe eight effective strategies, which we referred to 
previously in the chapter, to help you plan effectively to meet the needs of all students. 


STRATEGY DESCRIPTION SPECIAL CONSIDERATIONS 


Strategy 13.1: Principles of Most states and local school districts | Principles of research-based instruction 
Research-Based Instruction in emphasize the use of instructional provide a general framework for delivering 
Core Content Areas practices that have been demon- high-quality core instruction in the general 


strated effective. Here, we describe education classroom. 
general principles of instruction 

that have been proven effective for 

students who struggle with learning 

academic content. 





(Continued) 
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As students learn basic academic 
skills, a direct, systematic approach 
to instruction is needed, especially for 
those who struggle. Direct instruction 
provides such an approach, which has 
been demonstrated effective in teach- 
ing core academic skills. 


Strategy 13.2: Direct Instruction 
of Core Academic Skills 






A grouping strategy that uses mixed- 
ability groups for instruction. The goal 
is to ensure that all students learn 
assigned content, which may range 
from basic academic skills to complex 
group projects. 


Strategy 13.3: Cooperative 
Learning 





A tutoring approach for beginning 
readers that employs effective instruc- 
tional strategies to reduce the number 
of students who have difficulty learn- 

ing to read. 


Strategy 13.4: Reading Recovery 







Strategy 13.5: Peer-Assisted Peer tutoring that offers an efficient, 
Learning Strategies cost-effective method for providing 
students with independent practice on 


the skills they need in order to develop 


in-depth knowledge of content. 













Assumes that a student should be 
identified with a disability only after 

high-quality instruction has been pro- 
vided, and the student has continued 
to struggle to learn. 


Strategy 13.6: Beginning Read- 
ing: Tiers of Instruction & RTI 







Strategy 13.7: Self-Regulated 
Strategy Development and Writ- 
ing Instruction 


An approach used to support students 
in using writing strategies effectively 
and independently. Teachers provide 
explicit instruction as students learn 
the strategy and how it can be applied. 







Strategy 13.8: Cognitive Strategy 
Instruction for Mathematics Prob- 
lem Solving 


An approach to support students who 
struggle to learn mathematics by scaf- 
folding instruction. Includes built-in 
cues and prompts for students as they 
engage In strategies for self-regula- 
tion, self-instruction, self-monitoring, 
and self-checking. Supports are gradu- 
ally faded. 


STRATEGY DESCRIPTION SPECIAL CONSIDERATIONS 




















A direct instruction approach is used to teach 
facts, rules, and action sequences that are 
building blocks for later learning. The more 
time students spend actively being taught, 
reviewing, and practicing these skills, the 
more information they will retain. 





















Formal cooperative learning approaches 
may be used for an extended period of time. 
However, more informal approaches to 

cooperative learning may be used to work on 
specific tasks for brief periods of time. 




















Reading Recovery requires special, extensive 
training for tutors, and it can be expensive to 
implement. Students can be taught in pairs 
to reduce costs. Reading Recovery may be 
used as a Tier-3 approach to instruction. 















Peer-tutoring programs such as PALS can be 
used in any subject area, and they are flex- 
ible, easy to implement, cost-effective, and 
time efficient. These qualities likely account 
for the acceptance and use of these interven- 
tions by many teachers in elementary and 
secondary classrooms. 
































In an RTI model, high-quality, effective 
instruction includes core instruction in the 
general education classroom (Tier 1), instruc- 
tion in small groups (Tier 2), and intensive, 
individualized instruction focusing on specific 
student needs (Tier 3). 



















Many elementary students with disabilities 
have difficulty planning and regulating writ- 
ing strategies. SRSD may be used to improve 
student planning and self-regulation as they 
learn to write. 









Teachers have developed strategies for solv- 
ing mathematics problems by talking through 
how they solve a particular type of problem, 
or by talking with proficient students to bet- 
ter understand how they solve problems. 







@ 
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PRINCIPLES OF RESEARCH-BASED 


Strategy 13.1 





INSTRUCTION IN CORE CONTENT AREAS 


Rationale 





Many students readily learn core academic skills in reading, writing, and mathematics, but 
some students struggle to learn these skills. This is especially true for many students with 
disabilities, students from culturally and linguistically diverse backgrounds, and those from 
high-poverty backgrounds. For students who struggle to learn academic skills, prevention is 
the best approach. That is, students should be provided with high-quality core instruction 
(Tier 1) in the early elementary grades to make sure that they learn basic academic skills. This 
is true for all content areas, but it is especially important in reading, writing, and mathemat- 


ics, which are building blocks for later learning. 


Step-by-Step 
The following are research-based general principles that 


have proven useful when providing instruction to stu- 
dents who struggle to learn academic content. 


EP Provide high-quality core instruction in the general 
education classroom. This instruction should be well 
organized, explicit, and routinely provide students with 
opportunities for cumulative review of content that was 
previously mastered (Fletcher, Lyon, Fuchs, & Barnes, 
2007). High-quality core instruction in general educa- 
tion classrooms is characterized by good classroom 
management; balanced teaching of skills; student sup- 
ports or scaffolding for learning new content; integration 
of curriculum across content areas (e.g., teaching reading 
vocabulary in science) whenever possible; and support 
for students in developing skills for self-regulation (Foor- 
man, 2007). 


3 Increase the time students spend learning key aca- 
demic content. The time students spend learning academic 
content has a significant impact on how much they learn 
(Borich, 2011). In spite of this finding, students who strug- 
gle to learn core academic content are often pulled out of 
elementary reading instruction and placed in a separate 
setting for instruction. In most, if not all, instances, stu- 
dents who are struggling with reading should participate 
in general education reading instruction (.g., a 90-minute 
reading block). This instruction should be differentiated 
to meet the needs of students who are struggling to learn 
the content. More intensive instruction (Tier 2) should be 
provided in the general education classroom during this 
reading block using methods such as peer-assisted learning 
strategies (PALS). (See Strategy 13.5 later in this chapter.) 
Still more intensive interventions (Tier 3) that are needed 
and that cannot be provided in the general education class- 
room should be delivered in addition to this instruction, 
and should not supplant high-quality general education in- 
struction. An example of this type of reading instruction 


is described later in this chapter when we discuss Reading 
Recovery in Strategy 134. 


© Differentiate instruction in the general education 
classroom to meet student needs. All students, includ- 
ing those who struggle learning academic content, will 
benefit from lessons that provide background informa- 
tion regarding material to be learned (e.g., review of 
background information and content before reading), or 
exercises that build skills (e.g., steps for regrouping in 
math) related to content. Teachers should also provide 
some instruction in inclusive classrooms that differenti- 
ates activities or instruction based on individual student 
needs using activities such as peer tutoring, cooperative 
learning structures, center-based instruction, and small- 
group instruction (L. Fuchs & Fuchs, 2007; Vaughn & 
Roberts, 2007). For example, consider the range of tasks 
that students might need to work on in a kindergarten 
class. While some students might work with a general 
education teacher to practice phoneme segmenting and 
blending, others might work with a special education co- 
teacher to identify parts of a book, while more advanced 
students might work with a paraeducator or in small co- 
operative groups to decode simple words. 


gy Closely integrate interventions with general edu- 
cation practices and curricular content (Fletcher et al., 
2007). The same curriculum that is used in the general 
education classroom should be used when providing an 
intervention in reading, writing, or math for a student 
who is struggling to learn this content. Interventions are 
thus used that complement and build on the curricu- 
lum of the general education classroom. This results in a 
“double dose” of instruction across settings, increases the 
probability that the skills will be learned, and ensures 
that these students are making progress in learning the 
general education curriculum (Mellard, McKnight, & 
Jordan, 2010). 
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@ Employ strategies to increase student attention to 
and engagement in tasks. Teachers can support increased 


6 Frequently monitor student progress. This should 
be done using measures that directly relate to the con- 


( 


tent being taught. Educators have developed curriculum- 
based measurement (CBM) techniques to provide an ef- 
ficient and effective measure of student progress in basic 
content areas (Deno, 2003, 2007). The academic prog- 
ress of students who are struggling should be monitored 
frequently to determine the effectiveness of instructional 
strategies and interventions. If students are not making 
sufficient progress, interventions should be adapted or 
changed based on data collected from the curriculum- 
based measures. 


attention and engagement using strategies such as the fol- 
lowing (Lerner & Johns, 2009): 


¢ Break a long task into shorter parts. 

¢ Reduce the length of homework assignments. 

* Use distributed practice (i.e., short periods of practice 
spread over time). 

¢ Use strategies to make tasks more interesting, such as 
building on student interests, using novel activities, 
or providing students opportunities to work in small 
groups. 

¢ Alternate tasks that are high interest for students with 
those that are low interest. 


Applications and Examples 


Over the last decade, coordinating curriculum for students across settings has been simplified 
by the adoption of state-wide curriculum standards in most states. For example, in Florida, 
the Next Generation Sunshine State Standards (see www.floridastandards.org/) are used for 
all students as they are taught core content skills in reading, math, and writing (as well as 
other content areas). Furthermore, the standards have been extended through the use of ac- 
cess points, which provide access to the general education curriculum for students with the 
most significant cognitive disabilities by extending and capturing the essence of the standards 
at reduced levels of complexity. The access points are provided at three levels: Independent— 
the highest level of the access points; Supported—the middle level of the access points; and 
Participatory—the lowest level of the access points. Figure 13.8 provides an example of a 
Next Generation Sunshine State Standard in reading/language arts at the kindergarten level 
that includes access points. 


For more information 
on CBMs, see 
Strategy 11.8, page 
229, in Chapter 11. 


Access Points from the Next Generation Sunshine 
State Standards: An Example from the Reading/ 
Language Arts Standards 


Example: Grade 1 Reading/Language Arts Benchmark and Access Points (Reading 
Process: Concepts of Print) 


Benchmark: The student demonstrates knowledge of the concept of print and how it is 
organized and read. 


Standard: The student will locate the title, table of contents, names of author and 
illustrator, glossary, and index. 


Access Points: 
Independent: The student will locate the title of a book. 


Supported: The student will recognize that sentences are made of separate words. 


Participatory: The student will attend to print materials by touching, looking, or 
listening. 





Source: Florida Department of Education, retrieved March 15, 2011, from www .floridastandards.org 
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Keep in Mind 


Unfortunately, some students continue to struggle, even when provided high-quality core 
instruction in the general education classroom. For these students, many of the principles of 
effective instruction that we discussed earlier in this chapter will be useful to consider when 
teaching basic academic skills. Furthermore, more intensive instructional approaches will 
be available in most schools to provide these students with additional support. We provide 
descriptions of more intensive strategies that may be useful when high-quality core instruc- 
tion does not lead to desired results. This includes approaches such as direct instruction, 
peer-assisted learning strategies, and Reading Recovery. 
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Strategy 13.2 


Rationale 





Effective instructional approaches differ, depending on the nature of the content being 
taught. As elementary students learn to read or learn basic math skills, a more direct, sys- 
tematic approach to instruction is needed by many students to ensure content mastery. This 
type of direct instruction “is indispensible for achieving content mastery and overlearning of 
fundamental facts, rules, and action sequences that may be essential to subsequent learning 
and remembering what was learned long afterwards” (Borich, 2011, p. 226). The more time 
students spend being actively taught, reviewing, and practicing basic facts and skills, the 
more information they will retain. Direct instruction is defined as “a model that uses teacher 
demonstration and explanation combined with student practice and feedback to help learn- 
ers acquire well-defined knowledge and skills needed for later learning” (Eggen & Kauchak, 


2012, p. 266). 


Step-by-Step 

A direct-instruction lesson focuses on one clearly defined 
learning objective. Before beginning the lesson, it is im- 
portant to identify the objective of the lesson, identify 
topics that will be addressed related to the objective, and 
prepare examples (to illustrate and model the problem 
and for student practice) related to the objective. Once 
the lesson is carefully planned, the following steps are 


4 typically included in a direct-instruction lesson. 


és Introduction and review. The lesson should begin 
with an introduction to the topic, including the purpose 
of the lesson and an advance organizer so that students 
will know what content will be addressed and what ac- 
tivities will be used. This is then followed by a review 
of background information and prerequisite skills. For 
example, if first-grade students are being taught adding 
two-digit whole numbers without regrouping, top- 
ics addressed might include presenting example word 
problems that include this type of addition problem; 
reviewing single-digit addition and having students use 
manipulatives to represent the addition; and having stu- 
dents use manipulatives to represent two-digit numbers 
(this example is adapted from Eggen & Kauchak, 2012). 


Q) Presentation. The lesson is then presented by explic- 
itly walking students through how to solve a problem, 
one step at a time, and is designed to provide them with 
a thorough understanding of the skill. Continuing with 
the math example related to adding two-digit whole 
numbers without regrouping, this might include present- 
ing a word problem that requires this type of operation, 
walking students through the process for solving this 
problem using questioning and modeling, and repeating 
this process with one or more additional problems as 
needed. The lesson should include information regard- 
ing the difference between the ones column and the tens 


column. This might begin with a demonstration of the 
difference between ones and tens using manipulatives, 
followed by questioning students regarding the differ- 
ence in digits in the ones and tens columns. Finally, stu- 
dents should be engaged in the lesson to ensure that they 
understand the content. This can be done by respond- 
ing to students’ questions about the problems, and/or 
by teacher questioning of students regarding each step 
involved in solving the problem. 


9 Provide guided practice. After completing the previ- 
ous step and ensuring that students have an understand- 
ing of two-digit addition without regrouping, problems 
should be provided that allow students to practice with 
close supervision. This might initially occur as students 
work at their desks. After practicing several problems, 
one student could then be chosen to model how to solve 
the problem for the rest of the class. This student should 
be asked to explain the difference between digits in the 
ones and tens columns, and talk through how the prob- 
lem is solved. This process should then be repeated with 
another student and a second problem, and repeated by 
a third student, as necessary. 


€ Independent practice. Students should then be given 
problems for independent practice, followed by work 
with a peer to check answers and provide feedback. It is 
best to provide opportunities for independent practice for 
short periods of time over several days to ensure student 
understanding of the problems. This type of distributed 
practice has been shown to be very effective in helping 
students learn basic skills. As most students in class are 
engaged in independent practice, the teacher then has 
time to provide additional instruction to students who 
are having difficulty with the skill being taught. 
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some additional guided and independent practice to learn 

this skill to a level of automaticity, which allows them to 
solve such problems with little thought and fosters the ( 
use of this skill in solving more advanced problems (i.e.. ‘ 
transfer of the skill to new math problems). 


5, Assessment. Students should be given problems 
to solve on their own. This will provide information re- 
garding how many students have successfully mastered 
this content, and which students require additional 
instruction and/or practice to master the skill. It is impor- 
tant to note that many students will likely require at least 


Applications and Examples 


Many classrooms include students with significant intellectual disabilities who are expected 
to make progress in the general education curriculum (Westling & Fox, 2009). As we noted 
previously, goals for these students may include mastering content related to access points 
that provide access to the general education curriculum by extending and capturing the 
essence of the standards at reduced levels of complexity. Figure 13.9 addresses the example 
used previously related to two-digit addition without regrouping from the Next Generation 
Sunshine State Standards at the first-grade level, and includes access points that may be 
used for including students with significant intellectual disabilities in this direct-instruction 
lesson. Direct instruction has proven to be a very effective strategy for these students. When 
providing academic skill instruction for students with significant intellectual disabilities, it is 
important to keep in mind the importance of teaching all students information that will lead 
to a more meaningful and productive life, as these skills are made meaningful for students 
and connected to their everyday lives (Westling & Fox, 2009). 


Example: Grade 1 Mathematics Benchmark, Standards, and Access Points 
Benchmark: Represent two-digit numbers in terms of tens and ones. 


Standards: MA.1.A.1.1. Model addition and subtraction situations using the concepts 
of “part-whole,” “adding to,” “taking away from,” “comparing,” and “missing 
addend.” 


MA.1.A.2.2. Represent two-digit numbers in terms of tens and ones. 
Topic addressed: Adding two-digit whole numbers without regrouping. 
Access Points: 


Independent: ldentify the meaning of addition as adding to and subtraction as taking 
away from. (Note that the student may use objects or pictures to dem- 
onstrate understanding.) 


Supported: Demonstrate understanding of the meaning of joining (putting together) 
and separating (taking apart) sets of object. 


Participatory: Recognize when an object or person is added to (addition) or is taken 
away from (subtraction) a situation. 





Source: Standards are from the Florida Department of Education, retrieved March 17, 2011, from 
www .floridastandards.org/ 
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Keep in Mind 

Although this direct-instruction lesson may seem simple and straightforward, difficulties may 
arise for teachers, especially at Step 2—Presentation. Difficulties arise here for three reasons 
(Eggen & Kauchak, 2012). First, it is often difficult to take a skill that is so understandable 
and automatic (i.e., you don’t have to think about it, and haven’t in many years), and make it 
understandable for children in first grade. This may result in difficulty in verbalizing how a 
problem is solved, or modeling problem solving, as steps are taken for granted and skipped 
or described superficially. A second problem with the presentation step relates to this first 
difficulty, as teachers rush through the modeling or description of the problem and provide 
a very brief or superficial explanation. This results in many students not understanding the 
problem, and difficulty in practicing the skill. Finally, for many teachers direct instruction 
suggests that the teacher is doing all the instruction as part of this teacher-centered model, 
and questioning students is not important. This is obviously not the case, as questioning stu- 
dents and encouraging students to ask questions should be an integral part of direct instruc- 
tion. This process helps ensure that students understand the skill being taught and lets the 
teacher know if this is not the case. Furthermore, student questioning and having students 
model and describe how they solved a problem may be helpful for other students in the 
classroom, as such descriptions by novice problem solvers may be easier to understand than 
the teacher's description. 
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Rationale 


Cooperative learning is a grouping strategy that uses mixed-ability groups for instruction. The 
goal of this strategy is to ensure that all students learn assigned content, which may range 
from basic academic skills to complex content that involves group projects. Teachers can use 
two general types of cooperative groups in general education classrooms, depending on the 
purpose of the lesson and student needs (Marzano, Pickering, & Pollock, 2001). Teachers 
may use informal groups (Ask Your Neighbor, Think-Pair-Share) to work on specific, well- 
defined tasks for brief periods of time. These groups help students understand expectations, 
provide additional time for learning content with support, and focus students’ attention on 
important content (Marzano et al., 2001). Teachers may use more formal cooperative groups 
for several days or weeks to complete a complex task or to learn more extensive content. 

Research on cooperative learning has revealed that this approach may be used to im- 
prove the achievement of students across a range of content areas and often results in greater 
achievement gains than traditional, whole-group instruction (Good & Brophy, 2008; Slavin 
& Madden, 2006). Other benefits of cooperative learning include improved prosocial in- 
teractions among students who differ with regard to achievement, gender, or ethnicity; 
improved acceptance of students with disabilities among peers without disabilities; and 
improved effective outcomes related to student self-esteem, academic self-confidence, mo- 
tivation for learning, and value for shared academic work (Good & Brophy, 2008; Slavin & 
Madden, 2006). 


Step-by-Step 


Jigsaw (Aronson, 2004, 2011) is a cooperative learning 
strategy that is widely used by teachers. This strategy uses 
mixed-ability groups to learn content, solve a problem, or 
complete a project. Each member of the group is given an 
assignment or assigned to specialize in one aspect of a unit of 
instruction. Each assignment is a piece of the overall puzzle 
required to solve the problem, complete the project, or learn 
the content. Thus, each student’ contribution is critical, and 
assignments are tailored to the strengths of the particular 
student. Teachers typically implement Jigsaw using the fol- 
lowing steps, which are adapted from Aronson (2011). 


a The teacher divides the class into four- to six-person 
Jigsaw groups. Group composition should be based on 
the individual strengths of each student, and groups 
should be diverse in relation to gender, ethnicity, and 
ability. One person should be appointed as the group 
leader, typically a responsible, mature student. 


® The teacher divides the day’s lesson into four to six 
components. A history lesson in which students are to 
learn about Eleanor Roosevelt might consist of the fol- 
lowing independent segments: (1) her childhood, (2) her 
family life with Franklin Roosevelt and their children, 
(3) her life after Franklin Roosevelt contracted polio, (4) 
her work in the White House as First Lady, and (5) her 
life and work after Franklin Roosevelt’s death. 


& Each student is then assigned to learn one seg- 
ment. The teacher ensures that each student has 
access only to information regarding her segment of the 
assignment. 


4] Each student reads her assignment at least twice 
and becomes familiar with the information. Students then 
form temporary expert groups, by having one student 
from each group join other students who are assigned to 
learn the same segment. Students in these expert groups 
then discuss their segment, and rehearse the presenta- 
tions they will make to their Jigsaw group. 


By Students return to their Jigsaw groups and present 
information regarding their segments to the other group 
members. All group members are encouraged to ask 
questions for clarification. 


6) During these activities, the teacher floats from 
group to group, observes, and intervenes if any group is 
having difficulty (e.g., one group member is dominating 
or disruptive). 


7) At the end of the session, students may be required 
to produce a product with their completed work or take 
a quiz regarding the content of the lesson. 
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Applications and Examples 


Cooperative learning methods are often adapted to meet particular classroom needs. For 
example, Jigsaw has been adapted for use with narrative material that all students are as- ¢ 
signed to learn (Slavin, 1990). When using this Jigsaw II approach, heterogeneous groups of 
students all receive the same assignment (e.g., reading a section of a chapter in a history class 
that addresses the Civil War). The teacher selects topics from the assignment, and each stu- 
dent from a group is assigned to become an expert on one topic. After reviewing the material, 
students across groups meet to discuss and learn about their topic with others who have the 
same assigned topic. After all become experts on their topics, they return to their Jigsaw II 
group and teach the information to their peers. Students are then prepared to take individual 
tests on the content (Slavin, 1990). 















Keep in Mind 
Many informal structures are also available for using cooperative learning (Good & Brophy, 
2008; Kagan, 1994). For example, when using Think-Pair-Share (Good & Brophy, 2008), the 
teacher asks a question, students are given time to think individually, and then the students 
discuss their ideas with a partner. Next, the teacher asks some students to share their ideas 
with the class. Another cooperative structure is called Numbered Heads Together (Kagan, 
1994). When using this structure, students are assigned to small groups of three or four, and 
each student in the group is given a number. The teacher then asks a question or poses a 
problem, students think about the problem individually, and then put their heads together 
to discuss the problem. Finally, the teacher asks all students with a certain number to stand. 
He then asks some of these students to share and discuss their answer with the class. This 
strategy is good for reviewing and checking student understanding of material (Good & 
Brophy, 2008). 
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Strategy 13.4 


Rationale 


READING RECOVERY 





Some professionals have contended that the most effective approach to rapidly increasing stu- 
dent academic achievement in basic content areas is having a well-trained teacher work with 
a student one-on-one using highly effective instructional materials and strategies (D'Agostino 
S& Murphy, 2004; Good & Brophy, 2008). Reading Recovery is this type of tutoring approach 
for beginning readers. It employs effective instructional strategies with a goal of reducing the 
number of students who have severe difficulty learning to read. Typically, this type of ap- 
proach is delivered outside the general education classroom, and is often considered to be an 
intensive Tier-3 intervention. Reading Recovery is presented here to provide an example of 
the type of more intensive instruction students may receive when interventions in the general 


education classroom do not produce desired results. 


Reading Recovery was developed in New Zealand by Marie Clay in 1976 (Clay, 1993). It 
has since spread to the United States and is widely used in most states. Research on Read- 
ing Recovery reveals that this approach is highly effective in improving the reading skills 
of many struggling beginning readers, and these improvements are sustained beyond the 
tutoring sessions and at least until the end of second grade (D'Agostino @ Murphy, 2004). 


Step-by-Step 

Teachers offer Reading Recovery to students who are 
among the lowest 10 to 20% of struggling readers. The 
approach involves daily tutoring sessions that continue 
for 12 to 20 weeks, or until the student meets program 
criteria for discontinuation (that is, his reading improves 
significantly, closing the achievement gap with peers). 
Students who struggle the most with reading are the first 
to receive tutoring in a school. Reading Recovery is built 
on several assumptions, including (1) reading is more 
than reading words; (2) reading is a social activity; (3) 
children begin to read by attending to various aspects 
of printed text; and (4) the tasks children must attend 
to most closely when they are learning to read require 
less attention as their reading improves (Clay, 2001; 
D'Agostino & Murphy, 2004). Reading Recovery is typi- 
cally implemented with the following steps: 


@ Students who are identified by teachers as struggling 
readers in the first grade are assessed on their skills 
related to letter identification, hearing and recording 
sounds in words, print concepts, word skills, writing, 
and text reading. Typically, students who score at or be- 
low the 20th percentile on a test of these skills are eligible 
for Reading Recovery tutoring. 


Applications and Examples 


2) Selected students receive tutoring daily for 30 minutes, 
for as many as 20 weeks or until each student’s reading 
achievement improves to a level similar to peers, and the 
child is discontinued. 


@ Tutoring sessions for the first 2 weeks consist of 
“roaming around the known,” including activities such 
as sharing reading and writing, building trust, and 
determining the student's strengths. 


& Reading Recovery lessons then begin and include 
a fixed set of activities, as the child (a) reads from one 
or more familiar books; (b) independently reads the 
previous day’s book as the teacher keeps a running 
record of student responses (e.g., miscues, omissions); 
(c) identifies letters and engages in a word making/ 
breaking activity using plastic letters and a magnetic 
board; (d) writes a sentence or brief story, which is cut 
into pieces; (e) reassembles the cut-up sentence or story; 
and (f) reads a new book with teacher support. 


9 Children are discontinued when they read at an aver- 
age level for their grade. Other students continue for up to 
20 weeks of tutoring. 


Reading Recovery is only one of several approaches to tutoring that teachers may use with 
students who are struggling to learn to read. Another approach that is used in some states is 
Reading Rescue (Hoover, 2001; Hoover & Lane, 2001). Reading Rescue is similar to Reading 
Recovery, except that it places more emphasis on teaching phonemic awareness and phonics 
(Ehri, Dreyer, Flugman, & Gross, 2007). Research has revealed that Reading Rescue is an 
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effective intervention for struggling readers, and paraeducators may implement this approach 
with results that are nearly as effective as when teachers conduct the tutoring (Ehri et al., 
2007). Other tutoring programs are available that use volunteers who are not fully certified ( 
teachers as tutors, and research has shown that these programs are effective with many stu- 
dents who struggle learning to read (Baker, Gersten, & Keating, 2000; Hayes et all 2005: 
Pullen, Lane, & Monaghan, 2004). 















Keep in Mind 
Some educators have criticized Reading Recovery and other teacher tutoring programs 
because of the high cost of these interventions (Grossen, Coulter, @ Ruggles, 1996; Mathes 
& Denton, 2002). The estimates of the cost per student vary widely, from $2,500 to $10,000. 
A related consideration is that as many as 50% of students who complete Reading Recovery 
continue to struggle learning to read (Mathes & Denton, 2002). Some evidence indicates 
that the expense of Reading Recovery may be reduced by teaching students in pairs (Iversen, 
Tunmer, @ Chapman, 2005). However, there is no doubt that individual tutoring by a teacher 
is expensive and that tutoring by peers or volunteers and small-group instruction may be 
more cost-effective. Still other evidence has shown that small, homogeneous groups of stu- 
dents (from two to five) who are taught using highly effective instructional methods learn as 
much as students who are taught using one-to-one tutoring (Elbaum et al., 2000). The key 
issues in this research seem to relate to the quality and the intensity (brief, focused on specific 
skills) of the instruction. 
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PEER-ASSISTED LEARNING STRATEGIES 





Rationale 


An issue teachers often face in inclusive classrooms is having enough time and hands to 
provide students with the instruction they need, especially in basic skill areas (i.e., reading 
and math). Once a teacher has initially taught new material, peer tutoring offers an efficient, 
cost-effective method for providing students with independent practice on the skills that 
are needed to develop in-depth knowledge regarding the content. Extensive research has 
revealed that peer tutoring has positive academic and social outcomes for both the tutor and 
tutee across grade levels and content areas (McMaster, Fuchs, & Fuchs, 2006; Stenhoff & 
Lignugaris/Kraft, 2007). 

Peer-assisted learning strategies (PALS) is one form of peer tutoring that researchers 
have demonstrated to be effective, and many teachers have found that it fits well into their 
classroom routines. This method uses “structured activities that require peers to engage in 
frequent interaction, provide each other with immediate corrective feedback, and take turns 
as tutor and tutee” (D. Fuchs, Fuchs, & Burish, 2000, p. 85). Teachers have used PALS with 


students from kindergarten through grade 12, in the areas of reading and math. 


Step-by-Step 

The use of peer tutoring in reading is one example of the 
PALS approach. Teachers use this particular strategy with 
students in grades 2-6, and it addresses activities to in- 
crease student fluency and comprehension. This program 
is implemented using the following steps: 


ee The teacher provides an orientation and teaches stu- 
dents how to use peer-tutoring strategies. PALS materials 
(available at http://kc.vanderbilt.edu/pals/) provide struc- 
tured lessons lasting from 30 to 60 minutes that teachers 
can use to prepare students. Teachers instruct students 
regarding how to use the PALS instructional strategies, 
how and when to respond to peers when errors are made, 
and so forth. They are also informed that two teams will 
be formed, each with one half of the tutoring pairs, and 
the teams will be awarded points. 


© The teacher selects pairs of students based on their 
reading level, matching higher- and lower-level readers. 
For example, the teacher might rank-order all students 
based on their reading level, split the list in half, and pair 
the student on top of the first list with the student on top 
of the second list. Some variation in this procedure may 
occur based on teacher judgment regarding students 
who are a good match and those who are not. 


© The teacher schedules three, 35-minute PALS ses- 
sions per week. These sessions may be in addition to 
current reading instructional time or could take the 
place of reading activities that are currently used. 


& PALS sessions begin with partner reading. For this 
activity, the student with the higher reading level always 


initially reads a selected reading passage that is at the read- 
ing level of the lower reader. The lower-level reader then 
reads the passage. As the passage is read, the tutor notes 
when a reading error occurs, stops the reader, points out 
the word that was missed, and asks the reader to figure 
out the word. If the reader does not respond within 4 sec- 
onds, the tutor provides the word, and reading continues. 


© Students engage in paragraph shrinking. This activ- 
ity requires readers to monitor their comprehension and 
make judgments regarding the selection and reduction of 
the material being read. More specifically, students read 
a paragraph and stop to identify the main idea. They are 
assisted by tutors, who guide main idea statements by 
asking who or what the paragraph is mainly about, and 
provide support in identifying the most important thing 
related to the who or what. Students then express the 
main idea in 10 words or less. 


@ Prediction relay is the final PALS activity. In this 
activity, the reader makes a prediction about the infor- 
mation on the next one-half page, reads this information 
aloud as the tutor corrects errors, confirms or discon- 
firms the prediction, and summarizes the main idea. 
The tutor provides feedback regarding the prediction 
and summarizes the main idea. 


@ Points are awarded by students for correct responses 
and by the teacher as students demonstrate appropriate 
tutoring behavior. At the end of the week, the points for 
each team are tallied, and the winning team is announced. 
Thus, PALS combines competition among teams with 
cooperation as pairs of students work together. 
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Applications and Examples 


Several forms of peer tutoring are available, but PALS and a very similar approach, Classwide _ 
Peer Tutoring (Fulk & King, 2001), are the most widely used and have been demonstrated ¢ ) 
as effective by extensive research. Teachers can use these approaches to peer tutoring with 

any subject area. Both approaches are flexible, easy to implement, cost-effective, and time- 
efficient. These qualities likely account for the acceptance and use of these interventions by 
many teachers in elementary and secondary classrooms. 

An important research finding to note is that the effectiveness of peer tutoring is signifi- 
cantly enhanced if tutors are thoroughly prepared before the intervention. In addition, it is 
important that teachers monitor the behavior of tutors to ensure that appropriate procedures 
are consistently used (Stenhoff & Lignugaris/Kraft, 2007). Research has also revealed that 
peer tutoring can have a positive effect on student social skills and self-concept (Ginsburg- 
Block et al., 2006). 












Keep in Mind 
In spite of increasing emphasis on accountability measures and ensuring that all students 
learn to read by grade 3, evidence suggests many students do not meet this goal (McLeskey 
& Waldron, 2011). The most effective method for rapidly bringing these students up in basic 
skills is one-to-one or small-group instruction (Elbaum et al., 2000). Unfortunately, most 
schools do not have the resources to provide this type of instruction to students on a regular 
basis. Peer tutoring offers an excellent alternative to small-group or one-to-one instruction 
provided by teachers or paraeducators. Students who provide peer tutoring are a readily 
available resource, and with appropriate preparation, they can provide peer tutoring that will 
often significantly improve student outcomes. 
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BEGINNING READING: TIERS 





OF INSTRUCTION AND RESPONSE 


TO INTERVENTION 


Rationale 





As we noted previously, response to intervention (RTI) was included in IDEA 2004 as an 
alternative for identifying students with disabilities. Student identification using RTI is based 
on the assumption that a student should be identified with a disability only after high-quality 
instruction has been provided and the student has continued to struggle to learn. This high- 
quality instruction typically includes core instruction in the general education classroom 
(Tier 1), instruction in small groups (Tier 2), and intensive, individualized instruction focus- 


ing on specific student needs (Tier 3) (Fletcher & Vaughn, 2009). Research indicates that 
the use of tiered interventions for students who struggle with learning to read are effective in 
preventing reading difficulties for many students who are at risk or who struggle in the early 
elementary grades (Torgesen, 2009; Vellutino, Scanlon, Small, & Fanuele, 2006). 


Step-by-Step 

The primary purpose of RTI is to provide high-quality 
early intervention for students who are at risk for 
academic difficulties; a related purpose is more valid 
identification of students with disabilities (Fletcher 
& Vaughn, 2009). The advantages of an RTI approach 
“include earlier identification, a stronger focus on 
prevention, and assessment with clearer implications 
for academic programming” (L. Fuchs & Fuchs, 2007, 
p. 14). Many approaches to implementing RTI are avail- 
able. One such approach (adapted from recommendations 
by L. Fuchs and Fuchs [2007] and Vaughn and Roberts 
[2007]) includes the following steps: 


& The foundation for an effective RTI approach is high- 
quality core instruction in the general education classroom. 
In reading, this instruction is typically built on a curriculum 
that includes the basic components of early reading instruc- 
tion (i.e., phonemic awareness, phonics, reading fluency, 
and comprehension). Many schools use a basal reading se- 
ries such as Open Court Reading (SRA/McGraw-Hill, 2005), 
a “phonics-based K-6 curriculum that is grounded in the 
research-based practices cited in the National Reading Panel 
Report” (Borman, Dowling, & Schneck, 2007), to provide a 
framework for high-quality instruction. Other schools use a 
whole-school improvement program such as Success for All 
(Slavin, 2004). We described effective instructional practices 
to meet student needs previously in this chapter. 


Q Teachers use a universal screening of all students to 
identify those who struggle to learn to read when pro- 
vided high-quality instruction in the general education 
classroom. Teachers then monitor the reading progress 
of those identified with possible reading problems on a 
weekly basis using a curriculum-based measure (CBM). 
Students identified with a reading problem based on the 


(For more informa- 
tion on CBMs, see 
Strategy 11.8 in 
Chapter 11.) 


CBM results then receive a Tier-2 intervention (L. Fuchs 
& Fuchs, 2007). 


Ou Tier-2 intervention is more intensive than instruc- 
tion that is typically provided in the general education 
classroom. Teachers deliver these interventions in small 
groups (e.g., three to six students) for brief periods of 
time (e.g., 15 to 30 minutes) each day, for up to 20 weeks. 
Tier-2 interventions should be provided in addition to 
core instruction in the general education classroom, 
coordinated with the curriculum of the general educa- 
tion classroom, targeted to specific student skill deficits, 
and include progress monitoring two to four times per 
month to ensure adequate progress (L. Fuchs & Fuchs, 
2007; Vaughn & Roberts, 2007). 


QD Although many students with early reading difficulties 
have skill deficits, others may have motivational problems. 
For these students, a school psychologist may work with 
the teacher to problem solve regarding individualized 
interventions that the teacher can use to increase the 
student’s motivation (L. Fuchs & Fuchs, 2007). Inter- 
ventions may include the use of books or other reading 
material addressing topics that are high interest for the 
student, group reading activities with peers, or employ- 
ment of reinforcement systems that reward the student 
for reading. 


ep During Tier 2, teachers monitor student progress 
on targeted skills using a CBM system or other measure 
of student progress from two to four times per month. 
Teachers use these measures to determine if a student 
has progressed sufficiently to ensure success in the gen- 
eral education classroom. For students who continue to 
struggle, a multidisciplinary team meets to discuss the 
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student's eligibility for special education, and, as appro- 
priate, to develop a Tier-3 intervention. 


@ A Tier-3 intervention consists of instruction deliv- 
ered by special education. This intervention should be 
more intensive and focused on individual student needs 
than instruction provided in Tier 2; closely coordinated 


to general education reading instruction, and frequently 
monitored using CBM to ensure that the intervention is 
working (L.. Fuchs & Fuchs, 2007; Vaughn & Roberts, 
2007). Teachers should deliver Tier-3 instruction in 
groups of two or three students, and it should last longer 
than Tier-2 instruction (for 50 minutes or more) (Vaughn 
& Roberts, 2007). 


with general education instruction; provided in addition 


Applications and Examples 


Two important characteristics of well-designed tiers of instruction are coordination of curriculum 
across tiers, and close alignment of instruction with the general education curriculum. Curricu- 
lum coordination has often presented difficulty across general and special education classrooms, 
because different materials are used and different student skills are emphasized across settings. 
Well-aligned instruction provides the student with multiple opportunities to master needed skills 
and increases the effectiveness of interventions. 

For example, Reading Intervention for Early Success (formerly called Early Intervention in Read- 
ing EIR) (Houghton Mifflin, 2006) is designed to use with basal reading series that emphasize 
evidence-based instructional practices. Teachers can use Reading Intervention for Early Success 
with small groups (five to seven students) to address reading weaknesses as a Tier-2 interven- 
tion. Research has proven this program to be effective in addressing early reading difficulties 
(Wahl, 2003). Teachers use Early Success for 30 minutes a day to address skill development 
related to phonics, fluency, sight vocabulary, and reading comprehension. 

















Keep in Mind 
Response to intervention is an approach to delivering effective instruction in other basic skill areas 7 
(e.g., mathematics or writing), and teachers can also use RTI to provide support for students with 
behavior problems (Fairbanks, Sugai, Guarding, @ Lathrop, 2007; Sugai & Horner, 2009). The 
use of RTI in writing or mathematics is similar to the steps used with reading intervention. The 
use of this framework to address student behavior problems is somewhat different. For example, a 
Tier-1 intervention for students with possible emotional and behavioral problems might consist of 
a school-wide system that requires schools to “identify and explicitly teach school-wide expectations; 
implement a system to acknowledge expectation-compliant behavior; define and consistently apply 
consequences for inappropriate behavior; and regularly review progress towards school-wide goals. 
Such a universal system reflects the features of positive behavior support” (Fairbanks et al., 2007, 
p. 289). Teachers then use Tier-2 interventions to develop specific social behavior and skills for small 
groups of students; while Tier-3 addresses individualized intervention. 
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SELF-REGULATED STRATEGY 


Strategy 13.7 


4 DEVELOPMENT AND WRITING 
INSTRUCTION 





Rationale 


Many elementary students with disabilities have difficulty planning and regulating the strate- 
gies they use as they write (Harris, Graham, Mason, & Friedlander, 2008). Strategies have 
been developed that teachers may use to improve student planning and self-regulation as 
students learn to write. One of these strategies begins with a three-step framework for plan- 
ning and writing called POW (Pick my idea; Organize my notes; Write and say more). The 
POW activity may be coupled with a strategy for composing called TREE (Topic sentence— 
Tell what you believe; Reasons—three or more, Why do I believe this? Will my readers 
believe this? etc.; Ending—Wrap it up right; Examine—Do I have all my parts?). The POW 
and TREE strategies provide students with a framework for both planning and composing as 
they learn to write. 

Research has revealed that self-regulation strategies can be successfully taught, are used 
by students in their writing, and result in improved written products (Baker, Chard, Ketterlin- 
Geller, Apichatabutra, & Doabler, 2009). Teachers have successfully used self-regulated 
strategy development (SRSD) with classes, small groups, and individual students to develop 
writing strategies for a range of genres (Harris et al., 2008). 


S 


4 


Step-by-Step 

Teachers use SRSD to support students in using writing 
strategies effectively and independently. The teacher pro- 
vides explicit instruction as the students learn the strat- 
egy and then provides the students with instruction re- 
lated to how they can apply the strategy. Instruction in 
these strategies entails the use of six steps adapted from 
Graham, Harris, and MacArthur (2006): Harris, Graham, 
and Mason (2003): and Harris, Graham, Mason, and 
Friedlander (2008). 


ee Ensure background knowledge. Initially, the teacher 
determines the background knowledge and skills (e.g., 
vocabulary, concepts) the student needs in order to learn 
and use the strategy. The teacher presents this informa- 
tion to the student and determines how to organize and 
structure instruction, given the particular student who is 
being taught. The student is also typically given one or 
more self-statements or self-speech, which is a powerful 
form of self-regulation, and then begins learning to use 
this powerful form of self-regulation. For example, the 
student may use a self-statement such as “I can do this if 1 
use my strategy and take my time.” The teacher discusses 
with the student why these statements are important, as 
well as how and when they should be used. 


@ Discuss the strategy. The teacher and student then 
discuss the strategy to be learned. For example, the 


teacher describes the POW + TREE strategies and how 
the student can use them to guide her writing. The 
teacher explains each step in the strategies as well as how 
the mnemonics can help the student to remember the 
strategies. The teacher may also examine with the stu- 
dent her current level of writing performance, and how 
the strategy might help improve her writing. 


3) Model the strategy. The teacher or a peer then models 
the use of the strategy for the student, using self-instruction 
while writing for a class assignment. The modeling and 
self-instruction should be spontaneous and natural. 


4 | Memorize the strategy. The student then memorizes 
the steps in the strategy and the mnemonic that facilitates 
learning. Memorization typically begins in the previous 
two steps and may continue into the next step. This rep- 
etition and distributed practice is important for the stu- 
dent who is having difficulty remembering information, 
because she can’t use the strategy if she can’t remember it. 


(5) Provide support. The student then uses the strategy as 
she plans, composes, writes, revises, and edits class writing 
assignments. The student uses the self-regulation strategy 
to support her work, while the teacher provides support or 
scaffolding as needed through prompts, interactions, and 
guidance. 
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6) Student independent use. The teacher should fade 
or discontinue use of supports as quickly as possible, so 
that the student independently uses the self-regulation 
strategy. The teacher should plan to periodically review 
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the strategy with the student to ensure continued use. 
Over time, the teacher and student may determine that 
the self-regulation strategy should be discontinued as the 
student’s writing skills and self-regulation skills improve. 


Applications and Examples 

Another strategy that is used for writing instruction is W-W-W WHAT=2 HOW=2 (Mason, 
Harris, & Graham, 2011). Teachers use this strategy as a framework for students who are engaged 
in story planning. This framework includes the following: 


Who is the main character? 

When does the story take place? 

Where does the story take place? 

What does the main character do or want to do? What do other characters do? 
What happens then? 

How does the story end? 

How does the main character feel? How do the other characters feel? 


Teachers can pair this strategy with the POW strategy and use graphic organizers to outline 
the information produced as prewriting planning takes place. For more information regarding 
this strategy, see Mason, Harris, and Graham (2011). 





Keep in Mind 
The overall goals of SRSD relate to assisting students in developing skills and strategies to support 
planning, writing, revising, and editing; to support students in monitoring and managing their 
own writing; and to promote positive attitudes toward writing. To ensure effective use of SRSD, 
teachers have noted several important considerations (Harris et al., 2003). First, these activities 
should be collaborative among teachers and students. As instruction continues, students should 
take increasing responsibility for self-regulation strategies. Second, teachers should tailor strategy 
instruction to the individual student's approach to writing. Strategies will work well with some 
students but not others. Teachers should adapt strategies to fit an individual student’ needs. 
Third, the teacher should give each student the time he needs to master a strategy, rather than 
only a fixed amount of time to teach a strategy. Finally, to teach a strategy well, teachers should 
help students understand the meaning and significance of the strategy. 
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COGNITIVE STRATEGY INSTRUCTION 
FOR TEACHING MATHEMATICS 
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Rationale 


The most powerful interventions for students who struggle to learn mathematics are the use 
of direct instruction (discussed previously in this chapter) and cognitive strategy instruction 
(Montague, 2007). Cognitive strategy instruction can be as simple as a teacher modeling and 
encouraging students to verbalize their thinking as they work on a math problem (self-talk) or 
having students draw a graphic representation of the steps needed to solve a computation prob- 
lem (Gersten & Clarke, 2007). Still other self-regulation strategies consist of teaching students 
several steps to follow when solving word problems (L. Fuchs & Fuchs, 2001; Montague, 2007). 

Researchers suggest that the use of strategy instruction such as think-alouds or 
self-regulation is often effective because this approach helps students control the impulsive, 
often random approach they use to problem solving (Gersten & Clarke, 2007). This instruc- 
tion is also useful in teaching students the steps needed to solve a problem and ensuring that 
students maintain this information over time (Montague, 2007). 


Step-by-Step 

Strategy instruction is designed to support students who ° 

struggle to learn mathematics by scaffolding instruction so ° 

that students can think and respond like successful learn- ° 

ers. This instruction includes built-in cues and prompts ° 
for students as they engage in strategies for self-regulation, ° 
4 self-instruction, self-monitoring, and self-checking (Mon- 


Did I copy the problem correctly? 
Did I regroup when needed? 

Did I borrow correctly? 

Did I subtract all the numbers? 
Did I subtract correctly? 


tague, 2007). Teachers gradually fade supports as students 
become proficient. The major components of strategy in- 
struction are described in the following example, which 
has been adapted from Dunlap and Dunlap (1989); Mon- 
tague (2007); and Montague, Warger, and Morgan (2000): 


a) Assess the student to determine if he has mastered 
the prerequisite knowledge and skills. For example, if 
completing subtraction problems with regrouping, the 
student must understand the concepts underlying addi- 
tion, subtraction, and place value. The student also must 
either know basic math facts or be able to use a fact chart 
efficiently (Fahsl, 2007). 


@ Develop and explicitly teach the student a strategy 
for problem solving. For example, for solving subtraction 
problems, the teacher could provide the following steps 
to the student, who checks off the strategies as they are 
completed (Dunlap & Dunlap, 1989): 


Applications and Examples 


GS Model the strategy. As part of explicit instruction of 
the problem-solving strategy, the teacher should model the 
strategy while engaging in self-talk through each step. The 
student then repeats this process with support from the 
teacher. The student may also practice the problem-solv- 
ing strategy with peers, who provide feedback as needed. 


& Fade the prompts. As students practice the problem- 
solving strategy, they become more proficient, and the 
teacher may fade the prompts (e.g., verbal cues, checklist 
of strategies). 


e Provide students with specific feedback regarding 
their performance as they use the problem-solving strat- 
egy. Teachers should also praise students for their per- 
formance, as appropriate, to maintain motivation and 
convey that they are making progress and can learn to 
successfully solve problems. 


Educators have begun to place more emphasis on solving mathematics problems that are ap- 
plicable to the students’ real world (Montague et al., 2000). Many students struggle to solve 
4 complex mathematics word problems and benefit from strategies that provide a systematic 
structure for addressing such problems. Self-regulation strategies help students control their 


MM 318 PARTI Chapter 13 


own actions and become more independent as they learn to solve complex problems (Montague, 
2007). Steps used in a self-regulation strategy for mathematics word problems may include the : 
following (Montague, 2007; Montague et al., 2000): ¢ 


* Read the problem for understanding, then ask if you understand the problem. 

¢ Put the problem into your own words. First underline important information, then ask your- 
self if you understand this information. 

¢ Make a drawing or diagram of the problem. As needed, teachers may use a graphic organizer 
with built-in prompts (i.e., some of the information provided) to support students (Maccini 
& Gagnon, 2005). 

* Develop a plan to solve the problem by deciding the operations that should be used and how 
many steps are needed, then check to see if the plan makes sense. 

* Predict the answer by rounding numbers and doing the problem in your head. Check to 
make sure you used the important information in the problem. 

* Complete the operations in the problem in the correct order. Does your answer compare to 
your estimate? 

* Check to see if you correctly completed all the computation steps and in the correct order. 

¢ Ask for help if needed. 















Keep in Mind 
A number of sources may be useful for a wide range of strategies for solving particular types of 
mathematics problems. Elementary and secondary mathematics texts are sources of these strate- 
gies. Another option is applying general problem-solving strategies that have proven useful for 
students in other academic areas. For example, SRSD (described previously as a strategy for im- 
proving written expression in Strategy 13.7) has also proven useful as a strategy for improving 
student skill development in mathematics (Montague, 2008). 

Many teachers have developed their own problem-solving strategies by engaging in self-talk 
as they solve a particular type of mathematics problem or by talking with proficient students to i 
better understand how they solve problems. (Try Googling “math problem-solving strategies,” 
and you'll find the results of this work.) Remember, think-alouds or problem-solving strate- 
gies are simply how proficient learners solve mathematics problems. Sharing these strategies 
with students who struggle learning mathematics is a powerful approach to improving skill 
development. 
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After reading this chapter you will: 


e Know what to expect with regard to 
content learning differences among 
students with disabilities. 


e Be able to identify and describe a 
range of models and approaches for 
inclusive content-area instruction. 


e Possess a series of guided step-by- 
step effective practices for teaching 
students with disabilities in content- 
area classes. 
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A VIEW FROM A TEACHER-LEADER 


Susan Hill Addresses the Challenges of Teaching Secondary Content to 
Students with Disabilities 


Susan Hill, Dean of Special Education at Heritage High School, is always on the move. With her 
active involvement in almost all aspects of special education at the school, it is rare when Ms. 
Hill has time to sit down and catch her breath. She would have it no other way: Ms. Hill soends 
considerable time on important legal and compliance issues, ensuring that parents understand 
and remain part of their child’s special education program. Still, she is primarily an instructional 
leader, devoting most of her efforts to coaching and providing consultative service to content- 
area general educators, special education teachers, and co-teaching teams. Being the instruc- 
tional resource person is among the most rewarding aspects of her position. Ms. Hill receives 
great satisfaction suggesting evidence-based practices to her colleagues, and she enjoys having 
opportunities to model specific techniques that help students with disabilities succeed in their 
subject-area classrooms. Along with the many rewards, however, Ms. Hill feels that developing 
and implementing instructional supports for her students are also among the most challenging 
and frustrating aspects of her job. 

What is so challenging? Ms. Hill has observed that many ninth-grade students with disabili- 
ties enter Heritage with a wide diversity of background knowledge, academic skills, and learning 
strategies. As a result of this diversity, students require significant amounts of remedial instruc- 
tion in how to access, engage, and use secondary content material. Some students lack the 
reading skills to benefit fully from established textbooks and cannot prepare written assignments 
that reflect understanding of the curriculum. In fact, the level of skill deficiencies—in reading, 
writing, and math—are so severe that Heritage has developed a highly structured elective course 
to remediate basic skills for all ninth graders with disabilities. Recognizing that a special course 
in skills is necessary but clearly not sufficient, Ms. Hill and her general and special education 
colleagues regularly assess the learning needs of individual students, determine which elements 
of each subject-area curriculum are essential for the student to acquire, and find methods that 
can help students learn that content. The overwhelming challenge is to ensure that the content 
deemed essential is not watered down, or weakened. Students must receive rigorous instruction 
in much of the standard curriculum in order to pass the state-mandated exit exams, Standards of 
Learning Tests (SOLs), required for students seeking an academic diploma. 

How do Ms. Hill and her team meet these challenges? As with most activities at Heritage, 
collaborative planning teams determine how teachers can best address the content learning of 
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the students. For some students, Ms. Hill and other special educators provide consultative ser- 
vices to general education content specialists. In other cases, co-teaching teams coordinate the 
delivery of instruction and support. For students with more severe cognitive disabilities, content- 
area specialists assist special education teachers to identify elements of the curriculum that can 
be presented in a more functional and concrete fashion. 

In terms of specific techniques, Ms. Hill urges her teachers to augment their instruction with 
content enhancements—explicit tools that help organize lessons and assist when demonstrating 
difficult concepts to struggling learners. She also recognizes the need to reduce the reliance on 
textbooks for students with disabilities. Many have difficulty reading and comprehending high- 
level textual material and benefit from alternative high-interest, easier-readability reading materi- 
als as well as technology-based supports such as audio recordings and white boards. Ms. Hill has 
also observed the value of universally designed instructional techniques, and she urges all of her 
teachers to use routines that help students organize their daily class notes and assignments. For 
students with more severe cognitive impairments, she urges care in selecting the aspects of the 
curriculum to emphasize and the increased amounts of teacher-directed instruction. Although this 
often requires novel ways of deploying personnel, both teachers and paraprofessionals, she has 
noted that increased adult support results in fewer behavioral disruptions and greater academic 
performance. 

Susan Hill recognizes that aligning essential elements of the secondary curriculum and spe- 
cific instructional supports to the learning needs of individual students is not a perfect science. 
It is detective work, an exercise of daily problem solving to determine which evidence-based 
practices work for specific students. More often than not, the process works. Assisted consider- 
ably by the work of Ms. Hill and her colleagues, students at Heritage High School, those with and 
without disabilities, continue to perform well on their SOLs and have achieved adequate yearly 
progress for the past 7 years. 


Introduction 


When presented with effective, motivating instruction, most secondary students learn their 
subject-area content material: science, history, math, and so on. Although students vary in 
their acquired levels of proficiency, they succeed, in large part, because they read fluently, 
attend to presentations selectively, and devise strategies to organize and remember major 
elements of their lessons. They perform well on assessments (papers and exams) because 
they know how to access and retrieve what they have learned. Moreover, in seemingly 
automatic fashion, these students organize new learning; connect new content to old; store 
material in ways that make future use easy; and take time to actually think about their thinking 
(Bransford, Brown, & Cocking, 2000; Ellis, 1993). 

Unfortunately, not all students experience content-area learning in this way. As observed 
by Susan Hill, the Dean of Special Education at Heritage High School, in our opening 
feature, some students enter secondary classrooms lacking the basic skills—often reading 
and writing—and strategies to benefit fully from the curriculum. In some circumstances, 
students present themselves as unorganized, unmotivated, uninterested, and disruptive. 
More often than not, these behaviors are the result of a learning problem or disability, and 
reflect years of frustration being unable to understand important and interesting subject 
matter. 

In addition to their need for motivating material, these students need explicit guid- 
ance and support in how best to access subject-area content. Moreover, they need clear 
instruction in how to organize and manage their own learning. Meeting the instruc- 
tional needs of these students is the challenge facing content-area general and spe- 
cial education teachers in inclusive settings. Nonetheless, by pooling their efforts and 
expertise, teachers can make secondary content subjects (¢.g., biology, history, physics, and 
geometry) interesting and accessible to all levels and types of learners (Scruggs, Mastropieri, 
Berkeley, & Graetz, 2010). 


O 
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How can teachers identify students who lack adequate information processing skills? 
How can subject-area content be made accessible to students with learning differences 
and disabilities? Is it possible to differentiate content instruction for such students and 
still maintain high standards for other students in the classroom? Many teachers, such 
as those on the faculty at Heritage High School, recognize that universal and individual- 
ized instructional practices help all students access and acquire subject-area knowledge. 
These instructional practices are engineered (Dukes & Lamar-Dukes, 2009)—designed 
and delivered collaboratively by general and special education teachers. In this chapter, 
we focus on strategies and techniques that provide students with explicit strategies for 
reading, organizing, storing, and retrieving content—practices that result in enhanced 
subject-area achievement. 


Content Learning Differences: What to Expect 


Consider what it is like for learners who lack the skills to learn the material presented 
in secondary-content classes. First and foremost, many of these students have diffi- 
culty understanding incoming information because of receptive language difficulties, 
reading comprehension problems, organization deficits, as well as shortcomings in short- 
and long-term memory functioning (Anderson-Inman, Knox-Quinn, & Horney, 1996; 
Vaughn et al., 2011). Along with poor spelling, handwriting skills, and a tendency toward 
easy distractibility, essential skills such as note taking, studying, and test taking fail to 
develop adequately. Not surprisingly, frustration builds, motivation falls, and students 
experiencing continued failure often engage in inappropriate behaviors to mask their 
academic weaknesses. 

Many of these learners also lack the tools for approaching and managing the complex 
requirements of academic tasks. They either lack specific strategies for dealing with subject 
matter, or select—sometimes randomly—approaches that are inappropriate for the assigned 
task. When facing complex content, these students do not 
actively engage the learning process. Specifically, they do 
not reflect on previous lessons, rarely think of alternative 
ways to think about the content, or seldom evaluate and 
revise their initial thinking (Wery & Nietfeld, 2010). 

As these issues often involve metacognition, or the 
thinking about thinking, you should anticipate that content- 
area instruction goes beyond curriculum standards and 
basic skills. To reach all students, teachers need to enrich 
lessons and learning resources with strategic 
enhancements and provide instruction that is sen- 
sitive to information processing. How do teachers 
make these adjustments to lesson development? 
Research has found that successful teachers dif- 
ferentiate instruction to best meet the needs of 
individual learners. At the same time, successful 
teachers ensure that instruction sensitive to indi- 
vidual learners is also appropriate for the entire 
class (Lenz, Bulgren, Kissam, &@ Taymans, 2004; 
Walker-Dalhouse, Risko, Eswothy, Grasley, Kaisler, 
Mcllvain, & Stephen, 2009). 

No one understands the need to provide sup- 
ports and accommodations for challenging con- 
tent more than Jon Pruess, a general science and 





Pause & Reflect 


Think back to a situation where you were unable to 
perform a skill, complete a task, or engage in an activity to 
your (or another's) satisfaction. Describe your frustrations, 
and identify several of the feelings you experienced in rela- 
tion to your inability to meet the requirements adequately. 
What could have been done to help you? 
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physics teacher at Heritage High School. Identified 
as having a learning disability for most of his 
middle and high school years, Mr. Pruess had few 


Secondary students who have learning problems and disabilities often 
mask their inability to content area instruction by appearing uninterested or 
being disruptive. 
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individual needs of students. 


teachers who understood the way he processed their subject-area lessons. Currently, along 
with special education co-teacher Tracey Ludwig, Mr. Pruess sees firsthand that stimulating 
content and enthusiastic presentations are not enough for some of his students. Every day, 
Mr. Pruess and Mr. Ludwig make critical decisions as to which elements of the curriculum 
to emphasize and how much of their instruction should target specialized methods and sup- 
ports that help students connect with the content. To make these types of instructional deci- 
sions general and special education subject-area teachers must first understand the nature 
of curriculum and what it takes to work collaboratively in the delivery of the curriculum. 


Understanding Curriculum 


Among the most critical decisions made by parents, educators, and policy makers is the com- 
position of the curriculum: the content, skills, and processes students learn in school. With 
state government policy makers mandating core curricular standards for schools, teachers 
in recent years have had reduced say in the selection of course content. However, teachers 
remain central in the placement of topics emphasized in their classes, as well as the mate- 
rials, resources, and methods used to deliver the content. More important, teachers make 
daily decisions regarding adaptations and accommodations to the curriculum to address the 
individual needs of their students. 

What do teachers of inclusive content-area classes need to understand about 
curriculum? First, with federal (e.g., No Child Left Behind [NCLB]) and state-wide 
accountability systems, most students with disabilities are expected to make progress in 
all aspects of the general education curriculum. Second, because students vary in their 
ability to learn, retain, and apply information, not all students will learn all aspects of a 
given subject area. Specifically, some core elements of subject material must be learned 
to proficiency by all students, while other aspects of the material will be learned by 
only a smaller proportion of students. Finally, teachers typically need structured rou- 
tines (e.g., planning pyramids) for instructional planning in order to determine which 
elements of the curriculum specific students require (Schumm, 1999; Vaughn, Bos, & 
Schumm, 2007). 


Working Collaboratively 


Throughout this text, we discuss repeatedly the importance of collaboration in the delivery 
of inclusive educational programs. Not surprisingly, when teaching subject-area content, 
a solid working partnership between the content-area expert and the special educator is 
essential. How do such partnerships work? At 
Heritage High School, for example, the nature 
and style of collaborative teaming arrangements 
vary from class to class, often a function of the 
teachers’ expertise, instructional styles, comfort 
levels, and, of course, the needs of the students. 
For example, in the inclusive physics class 
co-taught by Jon Pruess and Tracey Ludwig, 
Mr. Pruess, a natural storyteller and accom- 
plished scientist, delivers the majority of the 
large-group direct instruction. Mr. Ludwig, the 
special educator, circulates among the students, 
providing efficient and timely support in the 
form of suggested strategies, content enhance- 
ments, and encouragement. In the geometry 
class co-taught by Anthony Long and Shana 
Watson, Ms. Watson, the special educator, 





Teachers work collaboratively to make curricular adaptations that address the assumes a greater share of the large-group 


direct-instruction responsibilities. Ms. Watson, 


é 
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certified in both math and special education, also provides guided notes and individualized 
support to students when Mr. Long provides the direct instruction. 

Each of these co-teaching teams uses a slightly different collaborative approach to instruc- 
tion and support. Still, each of their collaborative efforts is effective because they orchestrate 
their planning and instruction in ways that maximize individual pedagogical strengths, they 
are sensitive to preferred instructional roles, and they address the needs of students. Although 
roles and responsibilities change, the co-teaching partners make sure that they plan lessons 
together as well as review their instructional processes and student outcomes frequently. Most 
important, regardless of their co-teaching approach, the special educators are not put in the 
position of being classroom assistants. They regularly provide substantial instruction and sup- 
port, to the entire group, small groups, or individual students. 


Models and Approaches for Inclusive 
Content-Area Instruction 


When teaching secondary content in inclusive classes, successful teachers select from a 
variety of evidence-based models and approaches. Typical practices include universal design 
for learning, direct instruction, guided discovery learning, cooperative learning, strategy 
instruction, and content enhancements. 


Universal Design for Learning 


Universal design for learning (UDL) is a way of making instruction accessible to all stu- 
dents by building supports and accommodation into the original mode of teaching rather 
than making adaptations after the fact. Universal design is all around us, most noticeably in 
architecture and product development (Edyburn, 2010; Hitchcock, Meyer, Rose, & Jackson, 
2002). Currently, it is typical practice for architects to use universal design to build in 
accommodations to buildings from their initial design phases, including ramps for wheel- 
chair users as an essential part of a building’s design. Similarly, closed captioning, originally 
intended to benefit people who cannot hear the sound from a television because of a disabil- 
ity, benefits many others (e.g., those in noisy bars, health clubs, or bedrooms when another 
person is sleeping) who do not have problems hearing. 

Merely a decade ago, universal design for learning was the domain of a few instruc- 
tional technology experts. However, given the rapid advances in technology and curriculum 
design, universal design is a reality that pervades schools and enhances teachers’ delivery 
of content-area instruction (King-Sears, 2009; McLeskey 
& Waldron, 2002). At Heritage High School, geom- 
etry co-teachers Anthony Long and Shana Watson have 
integrated a number of “special” universal techniques into 
their usual lesson plans. For example, they begin every 
class with a display of an advance graphic organizer of 
the lesson content. Guided notes help students keep up 
with the main points of the lesson, and calculators prevent 
calculation difficulties from interfering with conceptual 
understanding of the content. 


Direct Instruction 


Typically appropriate for learners of all ages, direct 
instruction (DI) refers to a set of specific teacher behaviors 
and curriculum materials that correlate with increased s ; 
levels of student academic achievement. Known for Universal design for learning is a way of making instruction acces- 
its high degree of structure and predictability, DI con- gible by building supports and accommodation into typical modes of 
tains three principal components: demonstration, guided _ instructional delivery. 
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See Chapter 13 for 

detailed information 

on cooperative 
learning. 
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practice, and independent practice. During the demonstration stage of a lesson, the teacher 
explicitly presents elements of the instructional material or models methods for applying a 
skill or solving a particular problem. Consider how students apply DI in secondary settings: 
In their geometry class, Anthony Long or Shana Wheeler demonstrate explicitly the formula 
for determining the degree of an interior angle of a parallelogram when the degrees of three 
of the other angles are known. Using a direct instruction sequence, they present the formula 
and model the steps in solving several examples. 

Guided practice is a closely supervised application of the demonstrated content supple- 
mented by teacher cues, prompts, and corrective feedback. Often indistinguishable from 
interactive demonstrations, guided practice is most effective when students have numer- 
ous and varied opportunities to interact with the content of the lesson. Examples of guided 
practice activities in secondary content-area classes include small groups of students solving 
algebra or geometry problems on the board, working together to apply a chemistry or phys- 
ics laboratory concept, or replying in unison fashion to questions about characteristics of 
governments. 

Independent practice typically follows guided practice, but only when students are ready to 
engage the content on their own. Teachers can and should deliver independent practice through 
creative instructional activities and cooperative group projects. Most content-area classrooms, 
however, typically rely on seatwork and homework. Because many students spend as much as 
70% of an instructional period in seatwork activities, it is essential that the activities be age and 
subject appropriate, be consistent with the goals of the lesson, have multiple response formats, 
and contain components that students can complete with a high degree of success (Gaffney, 
1987). Like seatwork, students should be able to complete homework assignments indepen- 
dently. Effective assignments emphasize information already learned and set the stage for the 
acquisition of new content. When integrating homework into lessons, teachers should ensure 
they do not use it to punish students or to replace school-based instruction (Cooper, 2001). 


Guided Discovery Learning 


The primary goal of guided discovery learning (GDL) is to teach students to be independent 
problem solvers— in other words, to learn the generic steps to scientific inquiry and logical 
thinking. By learning the generic process of problem solving, students can acquire and mas- 
ter information from a number of content areas. Guided discovery learning applies problem- 
solving strategies to new material and situations. Students learn specific content information 
through the introduction of novel problems requiring similar problem-solving strategies and 
involving new but similar information. In essence, with GDL, the problem-solving process 
supersedes any learning of specific content material (Rosenberg et al., 2006). 

For students with disabilities included in content-area classes, the guided portion of 
GDL must be prominent. Teachers accomplish this by emphasizing different ways to solve 
content-specific problems and presenting a specific sequence of questions and actions for 
addressing the problem. A model of instruction that carries many of these general features 
is problem-centered learning (Borich, 2010; Cote, 2011). Teachers develop an explicit problem- 
solving process through a natural dialogue with students, with students gradually taking 
over the steps and procedures involved in the task at hand (see Strategy 14.7). 


Cooperative Learning 


Applications of cooperative learning vary widely in type yet share some common beneficial 
characteristics, including positive interdependence, individual accountability, and coopera- 
tive skills (Good & Brophy, 2003; Putnam, 1998; Slavin, 1999). Teachers use cooperative 
learning frequently in Heritage High School, with secondary content-area co-teaching teams 
often selecting and sometimes adapting the following evidence-based applications. 


Jigsaw 
Three to five students form heterogeneous groups. Each team member is assigned a part 
(piece) of the assignment (puzzle). Students from the different groups who are assigned 
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to the same part form expert groups. The expert groups meet to review information regard- 

ing their part, determine the most important information, and then return to their teams. 

@ The teams then review the important information from each part and synthesize the infor- 
“” mation (Aronson, Stephen, Sikes, Blaney, & Snapp, 1978; Slavin, 1990). 


Student Teams—Achievement Divisions (STAD) 

Students are arranged into heterogeneous teams of four to six. Following a pretest, the 
teacher presents content, and teams work together on worksheets, study guides, or other 
practice activities. Students take individual tests on the material, and scores are compared 
with their pretest scores to derive a gain score. The gain scores are averaged for a team gain 
score. Points are awarded for individual and team gains (Slavin, 1990). 


Learning Strategies 


Learning strategies are a broad array of techniques that help students access and use 
higher-order secondary-content knowledge. Strategies work because they focus directly on 
what students can do to improve their performance, facilitate comprehension, allow for 
active student engagement in instruction, and promote the active creation of rules for using 
instructional presentations and materials (Berkeley, Mastropieri, & Scruggs, 2011; Rogan, 
2000). Effective strategies focus on content (what to teach) and design (how to teach) (Ellis 
& Lenz, 1996). The content of strategies includes explicit instructional steps that help stu- 
dents organize, store, and ultimately express elements of their lessons and activities. For 
example, with the DEFENDS writing strategy (see Strategy 14.2), teachers present a series of 
seven steps for writing persuasive essays: (1) Decide on goals and theme; (2) Estimate main 
ideas and details; (3) Figure best order of main ideas and details; (4) Express the theme in 
the first sentence; (5) Note each main idea and supporting points; (6) Drive home the mes- 
sage in the last sentence; and (7) Search for errors and correct. 

4 The design, or “how-to-teach,” component requires teachers to model, lead, and test 
students in the acquisition of the strategies. This instruction usually consists of eight 
steps: 

1. Teacher pretests and obtains student commitment to learn. 

. Teacher describes the new strategy. 

. Teacher models the new strategy. 

. Teacher and students verbally rehearse strategy steps. 


. Student practices on controlled materials. 


. Student practices on grade-appropriate classroom | Pause & Reflect 


materials. 
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Think back to your days as a secondary student. What learning 
strategies did you use in your content-area classes? Which of 
the strategies did you find to be most effective? 


7. Teacher posttests and obtains student commitment 
to generalize. 






8. Student generalizes. 


During strategy acquisition, steps are taken to facilitate generalization by having 
students apply learned strategies across content areas. 


Content Enhancements 


Content enhancements are instructional techniques that teachers use to help academi- 
cally diverse learners understand, store, and access secondary subject-area material. These 
techniques help teachers think about and organize content as well as present and explain 
difficult concepts to struggling learners. When using content enhancements, teachers ensure 
that (1) group and individual needs are met; (2) the integrity of content is maintained; (3) 
4 critical elements of content are translated in ways that promote learning; and (4) an instruc- 
tional partnership exists between teacher and student (Lenz et al., 2004). Because there are 
many different ways to enhance content, it is useful to think of content enhancements in three 
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major categories: redesigned instruction and materials, devices, and routines (King-Sears @ 
Mooney, 2004). 


Redesigned Instruction and Materials ¢ 
Educators usually design teaching sequences and instructional materials to match the pro- 
files of “average” students. However, few if any students meet all elements of these profiles, 
and it is not unusual for teachers to find it necessary to adapt certain lessons or the materials 
they use. Earlier in this chapter, we talked about universal design for learning, a proactive 
way of making instruction accessible to all students by building supports and accommoda- 
tions into the original mode of teaching. Although this is a preferable mode of adapting 
instruction, teachers sometimes must differentiate instruction or make adaptations to exist- 
ing methods and materials. Teachers usually choose among nine types of instructional ad- 
aptations (see Table 14.1; Cole et al., 2000). The most frequently used adaptations tend to be 
the more obvious—adaptations in size (e.g., the number of items that a student is expected 
to complete) and time (e.g., time allocated for completing a task). However, other adaptations 
include (1) adjusting the difficulty level of lessons, (2) structuring how students partici- 
pate and provide responses, (3) providing encouragement and support, (4) recognizing the 
individual student’s success in large-group lessons, and (5) facilitating peer-driven, content- 
focused reciprocal questioning. 


Table 14.1. Nine Types of Adaptations 


PNXof=]o)¢=)a (ela SX-yilalitie) al Example 


Input The instructional strategies Use videos, computer programs, field 





used to facilitate student trips, and visual aids to support active 
learning learning. 
Output The ways learners candem- Students write a song, tell a story, : 
onstrate understanding and design aposter or brochure, or perform — a 
knowledge an experiment. z 
Size The length or portion of an Reduce the length of report to be written — 


assignment, demonstration, | or spoken, reduce the number of refer- 
or performance learners are ences needed, reduce the number of 





than reading paragraphs or directions. 


expected to complete problems to be solved. : 
Time The flexible time needed for __Individualize a time line for project com- : 
student learning pletion, allow more time for test taking. 
| Difficulty The varied skill levels, Provide calculators, and tier the : 
i conceptual levels, and assignment so that the outcome is E 
5 processes involved in the same but with varying degrees of b 
| learning concreteness and complexity. F 
Level of The amount of assistance to Students work in cooperative groups or : 
_ support the learner with peer buddies, mentors, cross-age 
4 tutors, or paraeducators. 
: Degree of The extent to which the In a student-written, -directed, and 
: participation learner is actively involved in -acted play, a student may play a part 
| the tasks that has more physical action rather than — 
numerous lines to memorize. H 
Modified The adapted outcome In a written language activity, a student : 
goals expectations within the may focus more on writing some let- 
context of a general ters and copying words than composing & 
education curriculum whole sentences or paragraphs. i 
Substitute Significantly differentiated In a foreign language class, a student may : 
curriculum instruction and materials to develop a play or script that uses both : 
meet a learner’s identified authentic language and cultural knowl- : 
goals edge of a designated time period rather : 


a rae eS EE a Lora emer eee etn ety eee 


Piette ot aes . % Ce | 
Source: Information adapted from Cole et al. (2000). 
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Devices 

By devices, we are referring to the range of 
concrete prompts and cues that help students 
understand content material and relationships 
among concepts. Graphic organizers, for ex- 
ample, are very useful for representing rela- 
tionships between and among critical elements 
typical of content-area instruction. Graphic 
representations help make abstract concepts 
and complicated relationships (e.g., cause— 
effect, compare—contrast, hierarchy, cycle, etc.) 
concrete and tangible, allowing for easier ap- 
plication to the content being studied. Equally 
useful are mnemonic and key-word strategies 
(see Strategy 14.3), tools that help students with 
disabilities as well as other students to access 
content information when needed (Wolgemuth, 





Secondary students with disabilities benefit from content enhancements such as 
Cobb, & Alwell, 2008). graphic organizers when learning advanced academic content. 


Routines 
A teaching routine is a series of steps and procedures that guides the introduction and learning 
of content knowledge (King-Sears & Mooney, 2004). Some routines assist teachers in organiz- 
ing and presenting content that helps students see both the big picture and the details of what 
they will learn. Other routines serve as supports for teaching difficult concepts and operations. 
The primary purpose in using a specific routine is to proactively structure a portion of instruc- 
tion in ways that identify and address potential obstacles to learning (Bulgren & Lenz, 1996). 
Earlier, we introduced two universal design routines (the unit and lesson organizer 
routines) that help organize and present content. An example of a routine that assists in the 
actual teaching of concepts is the concept diagram (see Figure 14.1). Notice how the graphic 
explicitly guides students in considering similarities and differences among key elements 
of higher-order math. Keep in mind, however, that routines are complex and often require 
some degree of training and practice if they are to be implemented effectively. Routines 
will not be effective if they are simply distributed to students without adequate instruction. 
Detailed manuals are published by the Center for Learning at the University of Kansas, Cen- 
ter for Research on Learning (http://www.ku-crl.org), and extensive descriptions of these 
routines are available in the literature (e.g., Bulgren @ Lenz, 1996; Bulgren, Schumaker, & 
Deshler, 1988, 1993; Lenz et al., 2004; Sabornie & deBettencourt, 2009). 


Content Survival Strategies 


The successful acquisition of content-area knowledge requires that students learn and apply 
a series of survival strategies. Four of the more important strategies are content-area reading, 
note taking, test taking, and time management. 


Content-Area Reading 
For Susan Hill, Dean of Special Education at Heritage High School, one of the major challenges 
in providing secondary content instruction is that many students lack the reading skills to 
benefit fully from textbooks. Because a large part of secondary-content instruction involves the 
independent reading of textbooks, it is essential that teachers 
use a range of strategies to facilitate content-area reading for 
students with disabilities. Keep in mind that secondary text- 
books contain more than just narrative text. Students must 
also be able to understand and make use of maps, graphs, 
charts, and tables that augment and reinforce critical content 
(Sabornie & deBettencourt, 2009). 







Pause & Reflect 


What changes need to be made to current textbooks if they 
are to contain supports and accommodations for students 
with learning problems? Identify ways that technology can 
help provide these supports. 
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CONCEPT DIAGRAM 
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A Concept Diagram for a Math Lesson: Polygons 

Sources: Adapted from J. A. Gorman & K. Lysaght. (1996). Accommodating diversity in a general education math class in a 
middle school. Presentation at Boston College, School of Education and from The Concept Mastery Routine by J. A. Bulgen, 
J. B. Schumaker, & D. D. Deshler. (1993). Lawrence, KS: Edge Enterprises. 
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Providing supports for content-area reading requires a multifaceted approach, including 
textbook exploration activities, intensive vocabulary instruction, comprehensive comprehen- 
sion strategies, self-questioning strategies, audio-texts, study guides and focused chapter ques- 
tions, as well as the identification of supplemental Web-based resources (Berkeley, Marshak, 
Mastropieri, & Scruggs, 2011; Conderman & Elf, 2007; Steele, 2007; Vaughn et al., 2011). 
For students with more severe challenges, teachers can, de- 
pending on the cognitive characteristics of students, replace 
and/or supplement text by priming background knowledge, 
using picture walks (pictures that preview lesson content), 
and integrating think-alouds in their instruction Gately, 
2008). Detailed descriptions of several of these content-area 
reading techniques are provided in Strategy 14.4. 


Note Taking 

Students who have effective note-taking skills perform 
better on content-area assessments than those students 
who have difficulty with the process (Boyle, 2007, 2010). 
: Unfortunately, few students receive direct instruction in 
Because textbooks are a large part of secondary instruction, it is how best to record the important points of classroom lec- 
essential that students learn strategies for successfully using text- tures and presentations. Many students with disabilities 
book features that facilitate understanding and application of content. are at increased risk for failure because they are unable to 





Teaching Students in Secondary Content Areas 331 9 


apply the complex processes associated with recording their thoughts. Specifically, students 
with disabilities often have trouble deciding what points to record; keeping up with the con- 
stant flow of lecture material; shifting back and forth between the process of listening and 
writing; and reviewing the information they record (Porte, 2001; Suritsky & Hughes, 1996). 

Teachers can develop, improve, and support note-taking skills in four general ways: 
(1) accommodations, (2) techniques that facilitate note taking, (3) directly teaching note 
taking, and (4) note-taking strategies (Suritsky & Hughes, 1996). Note-taking accommoda- 
tions include using strategic forms and guided notes, which are explicit supports that cue 
the student to elements of the recording process (Konrad, Joseph, & Itoi, 2011). Ways to 
facilitate note taking include teachers’ changing the presentation rate of the lectures, using 
visual aids, and inserting questions and cues into their lessons. Direct teaching of note tak- 
ing is the explicit delivery of lessons on how best to address content before the presentation, 
during the lesson, and after the lesson. Finally, using a specific note-taking strategy (e.g, 
LINCS and AWARE) involves the teaching and application of highly structured packages of 
note-taking processes. Detailed descriptions of these methods are provided in Strategy 14.5. 


Test Taking 

Traditional pencil-and-paper tests are the most common method of measuring student 
performance in most content-area classes. Unfortunately, many low-achieving students, includ- 
ing students with disabilities, fail to use the effective test-taking strategies employed by their 
higher-achieving peers (Hong, Sas, & Sas, 2006). These students are not test-wise: They often fail 
to attend to test directions, lack persistence in considering 
multiple-choice options, have difficulty constructing writ- 
ten text, and are easily misled by irrelevant and distracting 
information on the test form (Scruggs & Mastropieri, 1990; 
Therrien, Hughes, Kapelski, @ Mokhtari, 2009). Because 
they tend not to use deductive reasoning, they fail to elimi- 
nate similar and absurd options when considering response 
options (Hughes, 1996). Similar to note taking, teachers can 
improve students’ test-taking skills by providing accommo- 
dations on the test, directly teaching effective test-taking techniques, or employing a compre- 
hensive test-taking strategy. Detailed techniques are provided in Strategy 14.6. 







Pause & Reflect 





Describe the feelings you experience when getting ready 
to take a “big” test. How can having a test-taking strat- 
egy reduce nervousness and anxiety and facilitate clear 
thinking? 







Time and Assignment Management 

To succeed in content-area classes, students need to organize their time and efforts, ultimately 
completing homework and other assignments accurately and on time. One way students or- 
ganize time and manage their assignments is by using planners and agenda books. These 
tangible organizers provide a structure for listing and prioritizing assignments, as well as a 
way for scheduling short- and long-term academic activities and events (Scott @ Compton, 
2007). Unfortunately, too many students do not make full use of the planners because they 
have difficulty recording assignments, detailing the requirements of multicomponent tasks, 
and estimating the amount of time needed to complete tasks (Salend & Gajria, 1995). Other 
students just forget to use their planners and agenda books. As with the other content sur- 
vival strategies, teachers can provide direct instruction and support for the use of planners 
for assignment and time management through strategic instruction (see Figure 14.2). For 
example, researchers found that the mnemonic strategy PROJECT increased homework rate 
completion, assignment quality, and grades among students with disabilities in inclusive 
content-area classes (Hughes, Ruhl, Schumaker, & Deshler, 2002). 


Content-Area Instruction for Students 
with Severe Disabilities 


Until recently, educators assumed that individuals whose measured intelligence fell below an 
1Q of 55 were incapable of content-area learning. This thinking has changed. Although students 
with severe disabilities will not acquire academic skills at the same levels as students with less se- 
vere disabilities, research has shown that many can benefit from access to the general education 
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TRICK BAG (Scott & Compton, 2007 
T—Take out agenda book. 
R—Record assignment. 
I—Insert important details. 
C—Circle materials you need. 
K—Keep materials in homework folder. 
B—Be sure you can read it. 
A—Ask a partner to check it. 
G—Go put it in your backpack. 


PROJECT (Hughes et al., 2002) 


P—Prepare your forms. 

R—Record and ask. 

O—Organize 
B—Break assignment into parts. 
E—Estimate the number of study sessions. 
S—Schedule the sessions. 
T—Take your materials home. 

J—Jump to it. 

E—Engage in the work. 

C—Check your work. 

T—Turn in your work. 





Figure 1422 





Two Strategies for Assignment Management 


curriculum and strategically enhanced content instruc- 
Pause & Reflect tion (Knight, Browder, Agnello, & Lee, 2010; Browder 
& Spooner, 2006). Encouraged by this research and , 
spurred on by federal legislation requiring an increased 
focus on academic instruction, content-area instruction 

at some level is expected practice for students with se- 
vere disabilities (Westling @ Fox, 2009). 

What does this mean for general and special edu- 
cation teachers who already work collaboratively in 
inclusive content-area classrooms, but with students whose disabilities are less severe? In 
some respects, teaching content to students with severe disabilities requires many of the 
same processes used with other students. Units and lessons need to be designed and deliv- 
ered with an understanding of curriculum, collaboration, and instructional methods if all 
students are to benefit from the instruction. Universal design principles that employ multiple 
means of presentation, expression, and engagement are necessary if students are to truly 
participate during lessons (Wehmeyer @ Agran, 2006). Finally, working with peer tutors 
or friends without disabilities increases involvement with the content as well as fostering 
greater opportunities for social interaction (Carter, Cushing, Clark, & Kennedy, 2005). 

Teachers’ achievement expectations for students with disabilities may differ in depth and 
complexity from those for students without disabilities; however, expectations must be true 
to grade-level content (Browder et al., 2007). Consider how Dymond and colleagues (2006) 
developed a universally designed high school science course responsive to needs of all stu- 
dents, including those with severe disabilities. Initially, the researchers developed a series of 
questions to address modification of key areas of curriculum and instructional delivery. The 
researchers made major changes to the course by adapting materials and modes of student 
participation, adjusting instructional delivery, and having alternate forms of assessment. Spe- 
cifically, large-print reading material and laptops with Internet connections and LCD projec- 0 
tors were added to the more traditional materials. Students were given a range of choices of ™ 
how they would like to participate, ranging from interactive lessons to hands-on activities, 
team projects, and peer tutoring. Finally, a range of assessments such as rubrics and checklists 
were used to evaluate student outcomes diurino nrecentatione and handic.an woarle coacainne 







Where students with severe disabilities receive instruction 
remains highly controversial. In your view, in what setting 
should teachers deliver secondary-content instruction? 
What challenges must teachers meet in order to provide 
this instruction in general education classrooms? 
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Table 14.2 Redesigning Content Lessons for Students with Severe Disabilities 


Design Need Action Steps 








a Curriculum ¢ Identify curriculum standards addressed and the big ideas to be 
a taught. 
E 
| e Add and delete content to match the learning needs of students. 
; ¢ Sequence content appropriately. 
F e Ensure content relates to outcomes that can be applied out of 
| school. 
| Instructional e Provide a variety of hands-on learning activities. 
a delivery/ e Ensure that activities allow for opportunities to make choices. 
organization e Allow for numerous opportunities for repeated practice. 
| ¢ Incorporate heterogeneous grouping arrangements. 

e 


Have explicit roles for all adults in the provision of academic 
and behavioral supports. 

¢ Program activities that call for a full range of student partici- 
pation and responses. 


Materials ¢ Incorporate assistive technology support to facilitate participa- 
tion and understanding of material. 
e Modify instructional materials to make them more concrete 
and functional (e.g., color-code equipment, label equipment 
with symbols, etc.). 


Assessment e Have multiple methods available to assess performance. 
e Allow students to choose assessment method. 
e Use assessment data to evaluate and refine instruction. 


SE GEE VEE TUE PERS SUN eT ET TPL DAE GATTO OTST ES EH TN 





me 


Source: Information adapted from Dymond et al. (2006). 


As aresult of the UDL process, general education and special education teachers began to 
collaborate more and share more instructional responsibilities, and they became more con- 
cerned that the students with severe disabilities participated meaningfully during instruc- 
tion. Frequency of teacher interactions with students increased, and student participation in 
lessons grew from an afterthought to a part of the planning process. Although the greatest 
gains were in personal and social skills, Dymond and colleagues (2006) found notable gains 
in the understanding of the science content. Table 14.2 contains a series of action steps teach- 
ers can apply when redesigning secondary content for students with severe disabilities. 


Effective teachers can teach content in inclusive classes by understanding the learning char- 
acteristics of their students and working collaboratively to implement proactive strategies 
that support higher-order learning. This chapter addressed the following topics: 


Content area learning: What to expect 


¢ Unlike their normally achieving peers, many students with disabilities included in con- 
tent-area classes do not have the basic reading, writing, or math skills necessary for 
academic success. 

¢ Students have problems acquiring content due to organizational deficits, problems in 
self-regulation, and deficits in short- and long-term memory. 

* Because deficits are largely in skill and metacognitive (“the thinking about thinking”) 
areas, content instruction must address both skills issues and strategic learning. 

¢ Although state and local policy makers are prominent in the composition of subject-area 
curriculum, teachers remain central decision makers in how topics are emphasized and taught. 

a ¢ Because students vary in their ability to learn new information, teachers must decide 

which elements of their subject area are essential for all students to know. 

* Content-area instruction in inclusive settings requires active collaboration among sub- 
ject-area experts and special education learning specialists. 
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Models and approaches for inclusive content-area instruction 


Universal design for learning, a proactive way of making instruction accessible for all stu- 
dents, minimizes the need to make adaptations in methods and materials after the fact. 
Direct instruction—known for its structure, predictability, and correlation with high 
levels of student achievement—comprises three principal components: demonstration, 
guided practice, and independent practice. 

Guided discovery learning focuses on applying problem-solving strategies to a range of 
subject areas and situations. 

Although they vary by type, cooperative learning approaches are defined by three com- 
mon beneficial characteristics: positive interdependence, individual accountability, and 
cooperative practices. 

Leaming strategies guide students as they interface with higher-order content material. 
Areas emphasized in the approach include what to teach (content), how to teach (de- 
sign), and transferability across subject areas. 

Content enhancements are instructional techniques that assist all learners while maintaining 
the integrity of the subject-area material. The three major categories of content enhancements 
are redesigned instruction and materials; devices such as graphic organizers and mnemonics; 
and routines that proactively structure segments of instruction to avoid obstacles to learning. 
Because many students with disabilities have problems reading text, a multifaceted series 
of supports is necessary, including textbook exploration activities, intensive vocabulary 
instruction, comprehensive comprehension strategies, audio-texts, study guides and fo- 
cused chapter questions, and supplemental Web-based resources. 

Students with disabilities included in content-area classes benefit from note-taking ac- 
commodations, techniques that facilitate note taking, and direct instruction in note- 
taking techniques and comprehensive strategies. 

Because many students with disabilities are not test-wise, explicit test-taking strategies 
can help students demonstrate a true measure of their academic performance. 

Students with disabilities can increase their time and assignment management through 
explicit instruction on how to use planners and agenda books. 

Although students with severe disabilities will not acquire the depth and complexity of 
subject-area curricula, they can benefit from strategically enhanced content instruction. 


Addressing Professional Standards 


Standards addressed in Chapter 14 include: 
CEC Standards: (3) individual learning differences, (4) instructional strategies, and (7) 
instructional planning. 






Go to the topic Content Area Teaching in the MyEducationLab (www.myeducation.lab) 
for Inclusion, where you can: 


MyEducationLab 









Find learning outcomes for Content Area Teaching, along with the national stan- 
dards that connect to these outcomes. 







Complete Assignments and Activities that can help you more deeply understand 
the chapter content. 





Apply and practice your understanding of the core teaching skills identified in 
the chapter with the Building Teaching Skills and Disposition learning units. 







Check your comprehension on the content covered in the chapter with the Study 
Plan. Here you will be able to take a chapter quiz, receive feedback on your an- 
swers, and then access Review, Practice, and Enrichment activities to enhance 
your understanding of chapter content. 
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_ EFFECTIVE STRATEGIES FOR 
® TEACHING SECONDARY 
CONTENT AREAS 


Putting It All Together 


With increased academic standards required of all students, more students with disabilities are 
being included in high-demand content-rich classes and many arrive unable to respond to the 
academic demands. Teams of general and special education teachers are required to design and 
apply instructional procedures that simultaneously meet the individual needs of students with 
learning differences as they deliver engaging, challenging, and provocative lessons to entire classes. 

To maximize your efforts, we recommend that you keep in mind the following factors— 
central to successful student outcomes: 


Ase puoosss 


1. Content-area instruction in inclusive settings is a team effort requiring the active partici- 
pation of subject-area experts and special education learning specialists. 


2. The primary role of the content-area specialist is to select carefully the subject matter 
that is essential for all students to learn and to format the material for access and acquisition; 
the role of the special education specialist is to provide supports and teach students the strat- 
egies and skills to enhance their effectiveness as efficient learners (Deshler & Putnam, 1996). 


3. When presented well, content-area subject matter is interesting, engaging, and moti- 
vating. Consequently, if provided with opportunities and support for interacting with the 
material, students will respond positively and participate in class discussions and activities. 


4. Methods that support and enhance accessibility such as universal design, content en- 
q hancements, and learning strategies can be integrated into classroom activities with positive 
impact on the instruction of other learners. 


5. Remember the affective elements of teaching when providing specialized supports. En- 
couragement, positive self-statements, and skills for coping with difficult situations should 
always supplement content and strategy instruction. 


Strategy Fact Sheet 


In the remainder of this chapter, we describe seven effective strategies, which we referred to previ- 
ously in the chapter, to help you plan effectively to meet the needs of all students. 


EFFECTIVE TYPE OF STRATEGY/BRIEF | SPECIAL CONSIDERATIONS 
PRACTICE DESCRIPTION 


Strategy 14.1: Content A universal design instructional support | Components of the organizers must be taught 
Enhancements: Unit and | that highlights unit and lesson content, explicitly to mastery; without such instruction, 
Lesson Organizers how elements of the content are related, | students may be confused by the graphical 

and the knowledge and assignments components. 
required for success. 














































Writing is very complex, and students need to 
understand that it is a process that cannot be 
completed thoughtlessly. Successful writing is 
focused, multiphased, and iterative, requiring 
considerable planning, adequate source material, 
and an organizational framework. 


The most important skills for writing 
thoughtful and informative narratives 

involve an awareness and strategic appli- 
cation of the three-stage writing process: 
prewriting, production, and reviewing. 


Strategy 14.2: Improving 
Expository Writing across 
Content-Area Classes 

















Mnemonics can be a labor-intensive, time- 
consuming instructional activity, and the relative 
cost-benefit of using the technique needs to be 

monitored regularly. 


A versatile series of techniques that 
produce meaningful recall-enhancing 

connections that do not exist naturally 
in content. 


Strategy 14.3: Mnemonic 
Strategies 
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EFFECTIVE 
PRACTICE 


Strategy 14.4: Content- 
Area Reading 


Strategy 14.5: Develop- 
ing and Supporting Note 
Taking 


Strategy 14.6: Developing 
Effective Test Taking 


Strategy 14.7 Problem- 
Centered Learning (PCL) 





TYPE OF STRATEGY/BRIEF 
DESCRIPTION 


A series of supports and strategies that 
assist students in understanding textbook 
content. Specific techniques include 
textbook exploration activities, adapted 
vocabulary, structured comprehension 
strategies, study guides, and visual maps. 








To facilitate the coordination of the myriad 
skills required for effective note-taking, 
teachers provide explicit instruction in 
specific techniques and strategies as well 
as infuse supports in their lessons. 


A series of strategies that ensure that 
student test performance reflects true 
understanding, including appropriate test 
accommodations and the direct teaching 
of test-taking skills and strategies. 


SPECIAL CONSIDERATIONS 


The development of effective reading accommo- 
dations for secondary content can be challeng- 
ing. However, the extent of text-driven content 
instruction necessitates that teachers devote 
time to the development of these supports and 
accommodations. 


The complexity of skills required for success- 
ful note taking may require that some students 
receive intensive practice in small groups with 
enhanced teacher guidance. 


In addition to teaching test-taking strategies, it 
is important to ensure that test accommodations 
provided are acceptable and appropriate for 
individual students. 





An inquiry-based instructional method 
that provides students with strategic 
supports and explicit steps for solving 
problems, resulting in increased motiva- 
tion to engage in group problem-solving 
work. 





Because a number of components of PCL are 
open-ended and inductive, it is essential that 
teachers provide tangible supports to students 
with disabilities throughout the instructional 
process. 
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CONTENT ENHANCEMENTS: UNIT AND 


Strategy 14.1 


LESSON ORGANIZERS 





Rationale 


The major concepts, activities, and requirements for a subject-area unit or lesson can be 
represented in a user-friendly graphic organizer. Both unit and lesson organizers contain 
elements of universal design and they assist students with and without disabilities. Both or- 
ganizers provide explicit visual supports reflecting (1) essential content, (2) how elements of 
the content are related and fit into the “big picture” of the task, (3) ways for self-monitoring 
progress, and (4) the knowledge and assignments that are required for success. A number 
of research efforts have demonstrated that students of teachers who use these organizers im- 
prove their academic performance (Gajria, Jitendra, Sood, & Sacks, 2007). 


Step-by-Step 


& Convert elements of the curriculum into tangible 
unit and lesson learning segments, determine relation- 
ships among the segments, and identify supports needed 
for students to learn segmented material. 


¢ Incorporate unit and lesson segments into organized 
graphic devices that students can readily understand. 


2) Deliver direct instruction related to the various 
components of graphic unit and lesson organizers. 
e Engage in ReflActive planning, and use the acronym 
SMARTER to guide actions. 
a. Shape the content: Focus on the material that is 
critical for all students to understand. 
b. Map the critical content: Graphically represent 
¢ connections between and among elements of the 


¢ Explain the purpose of the organizer, and clarify the 
actions that both students and teachers need to take 
to ensure successful learning. 

¢ Focus on new vocabulary and the organization that 
links the elements of the content. 

¢ Demonstrate graphically how content is organized, 


material. 

c. Analyze difficulties: Determine the content that 
may prove difficult for students to understand. 

d. Reach enhancement decisions: Decide how to. best 
organize, sequence, and support instruction. 

e. Teach strategically: Explicitly cue students to im- 
portant information, and directly teach alterna- 
tive ways to think about and apply the content. 

f. Evaluate the enhancements, and Revisit the outcomes: 
Ensure that students can learn the material 
(Bulgren, Deshler, & Lenz, 2007). 


Applications and Examples 


and relate to “big-picture” issues (Lenz et al., 2004). 


© Actively engage students in the continued use of the 
organizers. 


¢ Articulate cooperative teacher and student responsi- 
bilities when using the organizers. 

¢ Cue components of organizers, demonstrating how 
they work with specific content, and regularly review 
effectiveness. 

¢ Analyze student errors and make adjustments in 
instruction. 


Sample unit and lesson organizers are provided in Figures 14.3 and 14.4. The two exam- 
ples represent how the unit, Causes of the Civil War, can be represented and how one lesson, 
Economic Differences, is organized. Pay particular attention to the many supports provided on 
the organizers. Specifically, the unit organizer shows how the current learning segment is 
related to previous and future units and graphically illustrates how elements of the unit are 
related. A schedule of activities is provided, and self-test questions related to the “big ideas” 
of the unit are prominently displayed. The lesson organizer reviews the big picture of the unit 
and provides a graphic representation of the content being presented, self-test questions, and 
lesson-related tasks. 
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Figure 14.3 


Unit Organizer 

Source: Reprinted with 
permission from J. Bulgren & 
B. K. Lenz. (1996). Strategic 
instruction in content areas. 
In D. D. Deshler, E. S. Ellis, 
&B. K. Lenz (Eds.), Teaching 
adolescents with learning disabili- 
ties (p. 437). Denver: Love. 
Copyright 1996 by Love 
Publishing Company. 


Figure 14.4 


Lesson Organizer 
Source: Reprinted with 
permission from J. Bulgren & 
B. K. Lenz. (1996). Strategic 
instruction in content areas. 
In D. D. Deshler, E. S. Ellis, 
&B. K. Lenz (Eds.), Teaching 
adolescents with learning disabili- 
ties (p. 439). Denver: Love. 
Copyright 1996 by Love 
Publishing Company. 
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H 4 NAME: Elida Cordora 
The Unit Organizer @ BIGGER PICTURE DATE: —1/22 


@® LAST UNIT/Experience @ CURRENT UNIT @ _ NEXT UNIT/Experience 
Growth of the Nation Causes of the Civil War 
UNIT SCHEDULE © UNIT MAP 


the Civil War 
is about 
1/22 | Cooperative groups 
over pp. 201-210 
1/29 | Cooperative groups 
over pp. 210-225 
“Influential Personalities” 
project due 
1/30 | Quiz 
2/2 | Cooperative groups 
over pp. 228-254 
2/6 | Review for test 


2/7 | Review for test 


=f 































was based on was influenced by 







emerged because of became greater with 

















































descriptive © 
es) What was sectionalism as it existed in the U.S. of 1860? D 
ge compare/contrast | 2 
Pe How did the differences in the sections of the U.S. in 1860 contribute to the start of the S 
=~ §| Civil War? cause/effect @ 
Se = 
® What examples of sectionalism exist in the world today? 


Lesson Organizer 11/21 _ \ame:_Ms. Mendez 


DATE: 





was based on emerged because of became greater with was influenced by 


<TReasofneUS > <Difeisnastetveonthoaiea> << BiensintheUS > <Laader acone he US> 


and included and included and included 


a 
Dy 





Relationships 


Task-Related Strategies 
compare / contrast 


self-questioning 








and the 





Self-test Questions 


Tasks 


1. What were the economic characteristics of the il. 


rt aan First half of class discuss as a group the 
ree sections? 


economic differences. 


How did the economic similarities and differences 


Second half of class work in groups to answer 
fuel the fires of war? 


the challenge question on page 213 of the text. 
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Keep in Mind 
Unit and lesson organizers are excellent classroom applications of universal designs for 
learning. They are useful for most learners, as they correspondingly provide support for 
students with disabilities. For students with learning problems, however, it is important that 


elements of the organizers be taught to mastery. Without adequate explicit instruction and 


supervised practice, students may be confused by the interplay of the graphical supports and 
fail to use them. 


Key References 
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40, 121-133. 
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Fisher, J. B. (1995). Searching for validated inclusive practices: A review of the literature. Focus on Exceptional 
Children, 28, 1-16. 
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IMPROVING EXPOSITORY WRITING 
ACROSS CONTENT-AREA CLASSES 





Rationale 


Expository writing is the primary way that secondary students communicate their conceptual 
understanding of subject-area content. In most content-area classes, students are expected to 
compose thoughtful, persuasive, and informational narratives that reflect their integration and 
synthesis of required content (Chalk, Hagan-Burke, & Burke, 2005). This type of writing is 
highly complex and demanding. To succeed, students must adhere to the mechanics of writ- 
ing, as well as focus on organization, purpose, and communication of intent (Harris, Graham, 
S& Mason, 2003). Unfortunately, many students with disabilities in content-area classes do not 
fully grasp the writing process and experience great difficulty when required to write narrative 
essays (Englert et al., 2009). Teachers of content-area classes likely will encounter students whose 
writing difficulties range from lower-order mechanical difficulties to higher-order organizational 
and conceptual problems. Fortunately, general and special education teachers can turn to a solid 
body of research that has improved the writing performance of students in content-area classes. 


Step-by-Step 


ae Have students develop an awareness of the writing 
process by presenting the questions effective writers ask 
themselves when writing. Questions fall in three areas: pre- 4 
writing, production, and reviewing (Ellis & Colvert, 1996). 


¢ R—Reject arguments from the other side. 
¢ E—End with a conclusion. 


Step 2: Discuss the writing strategy to be used, and 
set goals. 


¢ Prewriting ¢ Think, “Who will read this and why am I writing 


¢ Who will read my work? this?” 
¢ ¢ What is the reader’s frame of reference? ¢ Plan what to say using DARE. 
. * Do I have enough information? ¢ Write and say more (Chalk et al., 2005). 
* What is the theme of my effort, and what are the * Step 3: Model the strategy using a think-aloud or 


main ideas | want to express? 

¢ What details can I provide for each of the main 
ideas? 

¢ How can I best organize all of these details? 


self-instructional sequence. 


¢ Step 4: Have students memorize the steps in the 
strategy. 


5 * Step 5: Provide collaborative practice and support, shift- 


¢ What more can I add to my effort? 
* Does each sentence make sense? 
* Does each sentence relate to the ones that precede 


ing more of the writing and strategy use to the student. 


Step 6: Have students practice the strategy indepen- 
dently. 


and follow it? & Consider teaching a comprehensive writing strat- 


egy such as DEFENDS to help students develop essays 
that stress a specific point of view (Ellis @ Colvert, 1996). 


¢ Reviewing 
¢ Did I tell the readers what I planned to tell them? 


« Are the paragraphs purposeful, coherent, and 
unified? 

¢ Is everything I wrote needed? 

* Did 1 fully convey my ideas? 


o2)) Directly teach students to be content-rich, strategic 
writers by delivering Self-Regulated Strategy Develop- 
ment (SRSD) instruction (Harris et al., 2003). 


¢ Step 1: Have students identify and generate the basic 
parts of an essay. Consider having students vocalize 
positive self-statements (e.g., “I can do this ifl use a 
strategy”) and practice the DARE mnemonic: 
¢ D—Develop topic sentence. 
¢ A—Add supporting detail. 


D—Decide on goals and theme. 

E—Estimate main ideas and details. 

F—Figure best order of main ideas and details. 

E—Express the theme in the first sentence. 

N—Note each main idea and supporting points. 

D—Drive home the message in the last sentence. 

S—Search for errors and correct. 

¢ S—Set editing goals. 

¢ E—Examine essay to see of it makes sense. 

¢ A—Ask yourself if message is clear. 

¢ R—Reveal picky errors (capitalization, punctua- 
tion, etc.). 

* C—Copy over neatly. 

¢ H—Have a last look for errors. 


BM 342 PARTI Chapter 14 


¢ Were supporting points made explicit? 


4) Provid -editi ist that allows students Be 
ea self-editing checklist that allows st ¢ Were transition sentences employed when needed? 


to review their written output (Guzel-Ozmen, 2009). 


¢ Did the conclusions make sense? os 
¢ Remind students to review their work in terms of ¢ Was the writing grammatically correct? ¢ 
content and organization. oe 
* Provide explicit prompts and cues to remind stu- 
¢ Model self-edits by considering critical elements of dents to maintain use of the self-editing checklist 
the paper using checklist components such as: when writing across content area classes. 


¢ Wasa title provided? 
¢ Was a theme or topic introduced? 


Applications and Examples 


Charts and tangible graphics are excellent ways of organizing expository writing. For second- 
ary students who have to justify and support their ideas, a format that allows for structuring 
main and supportive ideas is useful for developing essay themes. A graphic tool adopted from 
Ellis and Colvert (1996) is provided in Figure 14.5. 


Topic of the Essay 





Main Idea 1 Main Idea 2 Main Idea 3 


Supporting Points Supporting Points Supporting Points ¢ 


eee 0 frjs's 0 


eS ee res 


Transition [|] [] U 


eee 9 3. 








‘ * 4 
# 
A 
4 
y x 


Integration/Synthesis of Main Points 


| at 


Summary 











Figure 14.5 é 


Essay Development Planning Tool 
Source: Information adapted from Ellis & Colvert (1996). 
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Keep in Mind 
When presenting writing strategies, it is imperative that students understand that it is a 
multiphased process that goes beyond just putting words to paper (or machine). Success- 


ful writers spend substantial amounts of time on structured prewriting activities such as 
planning, the gathering of source material, and content organization. 
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MNEMONIC STRATEGIES 


Strategy 14.3 





Rationale 


Remembering subject-area information and having ways of applying what one has learned 
are essential for success in school. Mnemonic strategies are procedures that enhance memory 
by forming associations that do not exist naturally in the content. Mnemonic techniques 
form associations by building meaningful connections to seemingly unconnected concepts 
by recoding, transforming, and elaborating on existing material (Hughes, 1996; Mastropieri, 
Sweda, & Scruggs, 2000). To readily retrieve the content, students need to be explicitly 
taught effective ways to input (or encode) information. Mnemonic instruction and materials 
have produced significant gains in content-area instruction for students with and without 
disabilities (e.g., Marshak, Mastropieri, & Scruggs, 2011). Mnemonics are versatile tech- 
niques, easily implemented in secondary-content classes, and applicable to a wide range of 
subject-area curricula. They are not, however, a specific curricular approach, educational 
philosophy, or even a method of improving comprehension. Mnemonics are embedded in 
instructional sequences and simply help students remember things. 


Step-by-Step 


ee Help students develop an understanding of mne- 
monics by demonstrating how first-letter strategies help 
organize and retrieve information through the acronyms 
FIRST and LISTS (Hughes, 1996). 


¢ FIRST is used to help design the mnemonic by: 
¢ F—Form a word. 
¢ I—Insert a letter. 
¢ R—Rearrange the letters. 
¢ S—Shape a sentence. 
¢ T—Try combinations. 
¢ Sample: HOMES = First letters of the Great Lakes 
(Huron, Ontario, Michigan, Erie, Superior) 


¢ LISTS for making and designing lists: 
* L—Look for clues. 
* I—Investigate the items. 
¢ S—Select a mnemonic using FIRST. 
¢ T—Transfer information to a card. 
¢ S—Self-test. 


® Demonstrate how keyword mnemonics enhance as- 
sociations, making information to be learned meaningful. 


¢ Transform an unfamiliar concept to a word or phrase 
(keyword) that the student knows. For example, the 
keyword for barrister would be bear, represented in 
a picture of a bear acting as a lawyer (Mastropieri @ 
Scruggs, 1998). 

¢ Provide a strategy for and practice retrieval of the 
concept. When asked to define barrister, students 
should think of the picture of the keywords. This fa- 
cilitates the association and assists in the retrieval of 
the definition. 


© Promote generalization across subject areas by 
embedding mnemonics in various instructional situa- 
tions (e.g., peer tutoring) and teaching students to gener- 
ate their own keywords using a specific strategy such as 
IT-FITS (King-Sears, Mercer, & Sindelar, 1992; Marshak 
etal, 201: 


¢ I—lIdentify the term. 

¢ T—Tell the definition of the term. 

¢ F—Find a keyword. 

¢ I—Imagine the term doing something with the 
keyword. 

¢ T—Think about the term doing something with the 
keyword. 

¢ S—Study what you imagine and think until you 
know the definition. 


& Actively teach independent mnemonic use. 


¢ Alert students as to the purpose of mnemonic strate- 
gies and how practice will improve academic perfor- 
mance. 

¢ Model mnemonic use, and reinforce correct applica- 
tions. 

* Be explicit in your thinking processes in develop- 
ing and using the mnemonics; have students explain 
their own thinking when using the technique. 

* Provide adequate opportunities for generalization 
across topics and subject areas. 
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Applications and Examples 

Teachers have used keyword mnemonic instruction to help students with disabilities to learn 
SAT vocabulary words (Terrill, Scruggs, & Mastropieri, 2004). At the conclusion of a 6-week 
instructional period, students with learning disabilities learned 92% of the words taught with 
the mnemonic, compared to only 49% of the words taught traditionally. Note how Terrill and 
colleagues (2004) connected vocabulary to keywords: 


WORD | KEYWORD | MEANING ILLUSTRATION 


[Abhor =—s [Horrible = Regard with horror; hate deeply A monster regarded with horror 





Ant Still existing Ants continue to come to picnics over 
the years 
Turbulent Violent, stormy A turtle swimming through a violent 
storm 





Keep in Mind 

Like all instructional techniques, the effectiveness of mnemonic use should be monitored 
regularly. Specifically, mnemonics can be a time-consuming activity and the relative cost- 
effectiveness of the technique needs to be considered in terms of student outcomes. In some 
cases, the addition of keywords to an already burgeoning curriculum can frustrate students 
and actually detract from lessons and units. Also, several research efforts (e.g., King-Sears 
et al., 1992; Marshak et al., 2011) indicate that teacher-provided keywords and pictures 
are more effective than requiring students to generate their own. With limited instructional 
time, decisions as to when to use mnemonics must be made judiciously, considering student 
characteristics and actual measures of performance. 
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CONTENT-AREA READING 





Rationale 


Large numbers of students with disabilities lack the reading skills to benefit fully from their 
subject-area textbooks (Gajria, Jitendra, Sood, & Sacks, 2007; Vaughn et al., 2011). A big 
part of secondary content instruction is textbook driven, and students are frequently required 
not only to use their textbooks in class but also to complete their homework assignments. 
Textbooks across content areas have been simplified to adjust to students’ lowered reading 
levels and short attention spans, and organizational features have been added to help stu- 
dents focus on essential content (Sabornie & deBettencourt, 2009). Still, many students with 
learning problems and disabilities fail to succeed with these resources. Teachers assist with 
content-area reading in a number of ways, including textbook exploration activities, inten- 
sive adaptation of vocabulary, structured comprehension strategies and study guides, as well 


as visual maps and think-alouds. 


Step-by-Step 


ae Have students become acquainted with the critical 
features of their textbooks. 


¢ Explain the purpose of the text, and demonstrate 
how the organization of the text aligns with the se- 
quence of course activities. 
¢ Provide explicit instruction about specific features of 
the textbook, including the table of contents, index, 
4 glossary, and organizational cues such as introduc- 
tory overviews and paragraph headings, as well as 
specialized print and font alternatives. 
¢ Demonstrate how content-related features such as 
charts, graphs, and other visuals augment narrative text. 


@) Provide enhanced support for new vocabulary. 


* Identify, list, and define all boldfaced and italicized 
words in assigned chapters. 

¢ Develop anticipation guides—brief, interesting lesson 
starters—that link prior knowledge to new vocabu- 
lary words (Hairrell et al., 2011). 

¢ Provide students with lists, or word banks, of vocabu- 
lary words and their corresponding definitions. Sched- 
ule time for structured peer-based cooperative activities 
(e.g., flash-card practice) that promote understanding. 

¢ Audio-record persistently difficult words and their 
definitions, and provide time for students to listen 
and apply them in practice activities. 


&} Teach structured comprehension strategies, and 

provide study guides. 
¢ Teach students to apply the learning strategy SCROL 
for increased success with their textbooks (Reid & 


4 Ortiz-Lienemann, 2006): 
¢ S—Survey: Review the headings of the assigned 
reading selection, and ask “What do | know 


about this topic?” and “What information will be 
presented?” 

* C—cConnect: Determine how the headings in the 
chapter relate to each other. 

¢ R—Read: Read the headings and attend to bold- 
faced or italicized words and phrases. 

¢ O—Outline: Record the headings and outline the 
major ideas and supporting details without look- 
ing back at the text. 

¢ L—Look-Back: Review the text and then check 
and correct outlines. 

Provide study guides to clarify text material. 

¢ Effective study guides can include succinct 
summaries of the content, graphic organizers 
representing relationships among sections of the 
reading selection, definitions of difficult vocabu- 
lary, and key questions. 

¢ Explain the importance of study guides, model 
effective use, and provide immediate assistance to 
students if and when required. 


@ Supplement text material with visual maps and 
think-aloud activities (Gately, 2008). 


Prepare “story” maps that reflect the content of the 
reading selection. 

Ensure that story maps contain adequate back- 
ground information as well as the actions and events 
currently being taught. 

Use arrows to reflect the direction of actions occur- 
ring in the reading selection. 

Have students think aloud, or talk through, the con- 
tent presented on the visual map. 

Ask questions to ensure that students understand the 
content and the relationship among critical concepts 
presented in the reading selection. 
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& Include after-reading strategies to review and con- * Ensure students understand new vocabulary and 

solidate content-area learning (Hairrell et al., 2011). content by having them provide overviews of read- 
ing selections. 

* Assess depth of understanding by having students dis- 
cuss the important elements of the reading selection. 


¢ After reading, have students review vocabulary to 
ensure students’ understanding of definitions. 


Applications and Examples 


Conderman and Elf (2007) developed an exploration activity for students to discover clues 
for using their social studies textbook. The activity, called A History Mystery, prompts stu- 
dents to access the basic and specialized features of the textbook. First, students must iden- 
tify the name and author(s) of the text. Second, students find their way around the book 
by identifying the number of chapters and reviewing how features of the text (e.g., advance 
organizers, illustrations, glossary, index, and different-colored text) help facilitate informa- 
tion collection and assignment completion. Most important, the activity provides frequent 
opportunities for students to practice application of the text’s features, either independently 
or in cooperative workgroups. 


Keep in Mind 

Constructing effective content reading accommodations can be difficult and time-consuming. 
However, with secondary-content instruction in science, history, and math using text mate- 
rial on a daily basis, we recommend that teachers allocate sufficient time for these essential 
activities. Remember to save hard and electronic copies of all of your text adaptations so that 
you might apply them with other groups of students. 
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DEVELOPING AND SUPPORTING 
NOTE TAKING 


Strategy 14.5 





Rationale 


The ability to take notes in content-area classes requires students to coordinate a number of 
complex skills and cognitive processes, including listening, auditory discrimination, short- 
term memory, prioritizing, and transcribing for later use. Moreover, when making use of 
their notes, students need to recollect what they represent about the important content of the 
lesson. The ability to take notes is critical in secondary-content classes. Several studies (e.g., 
Boyle, 2010) have found that active independent note taking results in increased class partici- 
pation, improved recall of information, and higher rates of achievement. Unfortunately, many 
students with learning problems and disabilities do not take notes nor do they rely on others 
(e.g., peers and teachers) to take notes for them or to provide them with preexisting “canned” 
products. Teachers promote and support independent note taking by providing accommoda- 
tions, adapting their instructional delivery, and directly teaching note-taking techniques and 
comprehensive mnemonic strategies. 


Step-by-Step 


& Provide intensive instruction in a comprehensive 
note-taking strategy. 


¢ The LINKS strategy (Suritsky @& Hughes, 1996) 
provides students with instruction in specific note- 
taking steps and practice activities: 


@ Provide within-lesson adaptations and accommo- 
dations for note taking. 
* Decrease the speed of presentations and inject pauses 
during logical breaks in lessons. 
¢ Integrate verbal prompts, cues, and questions that 
signal the need for note taking. 


; : e¢ L—Listen 
¢ Supplement presentations with user-friendly visual 
q ; ¢ I—lIdentify verbal cues 
aids such as charts, tables, and handouts. Ne Noe 
¢ N—Note 


e Provide detailed outlines that (a) contain an advance 
organizer for note taking, (b) help students identify 
key information in the presentation, and (c) result in 


¢ K—Key words 
e S—Stack information in outline form 


products for future use. * The AWARE strategy (Suritsky @ Hughes, 1996) 


Prepare guided notes—to prompt student attention 
to critical aspects of the presentation (Konrad et al., 
PUTIN) 


QO directly teach students components of effective 
note taking. 


¢ Highlight note-taking preparation strategies such as 


securing a seat with a good view of the teacher, re- 
viewing previous days’ notes on the topic, identify- 
ing unfamiliar vocabulary, and having all necessary 
materials (e.g., paper, pencil). 

Demonstrate specific “in-lecture” note-taking skills 
such as (a) recognizing cues that signal important in- 
formation, (b) using a personalized system of abbre- 
viations, (c) selecting user-friendly frameworks for 
organizing and recording notes, and (d) paraphras- 
ing critical information summaries. 

Model and provide practice in post-presentation ac- 
tivities such as reviewing, editing, and studying notes. 


teaches students note-taking skills needed before, 
during, and after the content presentations: 
¢ A—Arrange to take notes by 
¢ Arriving early 
* Taking seat front and center 
¢. Having materials 
¢. Noting date 
* W—Write quickly, making sure to 
¢ Indent minor points 
* Record some words without vowels 
¢ Abbreviate whenever possible 
¢ A—Apply cues by 
¢ Attending to all verbal cues 
¢ Recording cued lecture points 
* Accentuating cued material 
¢ R—Review notes as soon as possible 
¢ E—Edit notes, remembering to 
¢ Add information not recorded 
¢ Add personal details 
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Applications and Examples 


Figure 14.6 contains a sample strategic note-taking form. Pay particular attention to how the ¢ 
form focuses student thinking about the content as well as provides a structure to organize, @ 
use, and develop questions about the information. 


Preclass Information 
Class or Lecture Topic: 
What Do You Know About Topic? 









































During Class 
Put Class/Lecture Notes Here: 






































List New Vocabulary Here: 




















List Questions and Things You Are Unsure of Here: 


























After Class 


Write three to five main points of the lecture here: 


























Identify areas in need of more information here: 














Figure 14.6 


[| 
Strategic Note-Taking Activity Form 
Source: Information adapted from Weishaar & Boyle (1999). 
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Keep in Mind 
Teaching and supporting note taking are appropriate instructional activities for most inclu- 
sive content-area classes. Some students with disabilities, however, will need additional prac- 
tice to attain competence. One way of providing additional opportunities is to have small 
groups of students practice the various steps cooperatively, supplemented with teacher guid- 
ance and feedback. 
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DEVELOPING EFFECTIVE TEST TAKING 


Rationale 


As students with disabilities participate in secondary-content classes, they will also be subject 
to rigorous performance assessments. Unfortunately, a large proportion of students with dis- 
abilities lack adequate test-taking skills and strategies. Several options are available for teach- 
ers to ensure that student test performance reflects true understanding of the material. First, 
teachers can provide test modifications and accommodations. Second, teachers can directly 
teach specific test-taking skills or a comprehensive test-taking strategy. Research (e.g., Carter 
et al., 2005) has demonstrated that the teaching of techniques and strategies can raise scores 


on various types of classroom and school-based assessments. 


Step-by-Step 


Hg Use a range of accommodations when assessing 
content-area knowledge and performance. 
¢ Setting accommodations: Change the location or envi- 
ronmental conditions of the assessment. 
¢ Timing accommodations: Allow more time for the test, 
or alter how the time is organized. 
¢ Scheduling accommodations: Change when the test 
occurs and how it is administered. 
¢ Response accommodations: Change the format of how 
the student responds to items, and allow for use of 
assistive devices when appropriate. 


QO directly teach students to be “test-wise” when 
being assessed. 


* Demonstrate how to eliminate absurd and similar 
options on multiple-choice tests. 

¢ Illustrate how absolute words such as always and never 
are options to be avoided on multiple-choice tests. 


Applications and Examples 


¢ Emphasize the importance of reading all instructions 
carefully and managing time during test situations. 


&) Make the test environment conducive for success 
(Conderman & Pedersen, 2010). 


¢ Arrange furniture, room temperature, and lighting to 
maximize comfort and minimize distractions. 

* Create a “do not disturb” atmosphere by turning off 
intercom and phones. 

¢ Have test materials organized and ensure students 
have enough space for working on the test materials. 

* Prompt students to relax, to do their best, and to 
apply their test-taking strategies. 


© Provide intensive instruction in comprehensive 
test-taking packages such as the ANSWER strategy for 
essay tests (described next). 


The ANSWER strategy (Hughes, 1996), a mnemonic systematic way of approaching essay 


items, uses the following steps and substeps: 


A—Analyze the situation. 
¢ Read the question carefully. 
¢ Underline key words. 
* Gauge the time you need. 


N—Notice requirements. 
¢ Scan for and mark the parts of the question. 
¢ Ask and say what is required. 
¢ Tell yourself you will write a quality answer. 


S—Set up an outline. 
¢ Set up main ideas. 
¢ Assess whether they match the question. 
¢ Make changes if necessary. 


MM 354 PARTII Chapter 14 


W—Work in details. 
¢ Remember what you learned. 
¢ Add details to the main ideas using abbreviations. ¢ 
¢ Indicate order. 
¢ Decide if you are ready to write. 


E—Engineer your answer. 
¢ Write an introductory paragraph. 
* Refer to your outline. 
* Include topic sentences. 
¢ Tell about details for each topic sentence. 
¢ Employ examples. 


R—Review your answer. 
* Look to see if you answered all parts of the question. 
¢ Inspect to see if you included all main ideas and details. 
¢ Touch up your answer. 












Keep in Mind 
A student’s performance on content-area assessments is a function of what he has learned 
as well as how skillful or “test-wise” he is in navigating the test-taking process. One way to 
obtain an accurate measure of student knowledge in content-area classrooms is by providing 
test accommodations. Although the provision of accommodations during tests is believed 
to “level the playing field” for students with disabilities, teachers should carefully consider 
which accommodations are acceptable and appropriate for individual students. When teach- 
ing test-wise techniques or comprehensive test-taking strategies, it is not enough merely 
to present the mnemonic steps. Students who need test-taking strategies require explicit 
instruction, models of effective application, and ample opportunities to practice the process. 
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PROBLEM-CENTERED LEARNING (PCL) 





Rationale 


Many students with disabilities do not succeed in secondary content classes because they are 
unable to solve multifaceted problems that require higher-order thinking. Difficulties arise 
because students are unable to identify the nature of the problem and/or to apply strate- 
gies needed to solve the problem. Problem-centered learning (PCL)—sometimes referred to 
as problem-based learning or problem solving—provides students with strategic supports 
and explicit steps for solving problems, resulting in increased motivation to engage in group 
problem-solving work. Complex, real-world dilemmas or challenges are prepared that require 
students to integrate, synthesize, and apply diverse streams of content knowledge (Belland, 
Glazewski, & Ertmer, 2009; Levin, Hibbard, & Rock, 2002). During problem-centered learn- 
ing activities, students typically work in small groups and are prompted to (1) define the na- 
ture of the problem, (2) devise a strategy for solving the problem, (3) implement the approach, 
and (4) evaluate and discuss the results of their efforts (Eggen & Kauchak, 2012). To support 
students with learning difficulties, tangible prompts and cues that guide the development and 
application of higher-order problem-solving skills are embedded in lesson materials (Cote, 
2001): 


Step-by-Step 


aay Plan PCL learning activities to meet the needs of ¢ Encourage strategy development: Have students gen- 

students (Borich, 2011). erate possible approaches to problem solution and 
model selected fruitful approaches. 

¢ Employ explicit dialogues (e.g., talk-alouds reflecting 
how one thinks about the problem) when modeling 
possible solutions. 

¢ Have students select and implement a strategy. 

¢ Provide opportunities for students to evaluate and 
present their outcomes. 

* Deliver directed feedback on students’ strategies and 


¢ Identify topic areas of study: Clearly define the chal- 
lenge, dilemma, or problem to be solved. 

¢ Ensure that the task is meaningful to the students 
and that they have enough prerequisite knowledge 
to participate in the activity. 

Integrate supports (e.g., advance organizers, graphic 
organizers) that prompt students to access, critically 
evaluate, and utilize data from a variety of sources. 


* Develop a detailed problem-solving unit plan that Oe 
outlines a structured schedule for instruction and 
group activities. & Use a variety of strategies to teach PCL components 
¢ Ensure that there is enough time for group discus- (Cote, 2011). 
sions and that each student has an opportunity to ¢ Use brainstorming to encourage student generation 
access materials and share her thinking. of possible solutions: Emphasize that there is no one 
correct approach. 
ep Implement PCL activities in logically sequenced ¢ Demonstrate and model effective problem-solving 
phases (Eggen & Kauchak, 2012). thinking. 


Promote discussions that encourage students to jus- 
tify and defend their contributions. 

¢ Employ small peer-assisted groups; these groupings 
allow students to practice in an open and supportive 
atmosphere. 


¢ Present problem/challenge: Prompt students’ atten- 
tion, provide advance organizers, and review lesson 
prerequisites. 


Applications and Examples 


Although PCL is a fairly open-ended inquiry approach to learning, comprehensive plan- 
ning is needed to ensure that all students can benefit from this type of instruction. Use the 
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following checklist, adapted from Cote (2011) and Eggen and Kauchauk (2012) to ensure 
that your planning is all that it can be: 


¢ Identify the topic for investigation. ¢ 
* Develop specific objectives for the unit. 

* Identify the problems that are relevant to the students. 

¢ Employ instructional sequences that explicitly demonstrate and model selected strategies. 

¢ Ensure access to materials that are needed for students to solve the problems. 

¢ Program time for guided practice of possible problem solutions. 

¢ Ensure that students justify and defend their solutions. 

¢ Deliver constructive feedback throughout the process. 











Keep in Mind 
Problem-centered learning is an inquiry-based approach to instruction that has a number 
of components that are open-ended and inductive. Therefore it is essential that teachers 
provide tangible supports to students with disabilities throughout the instructional process. 
One method of integrating supports in busy inclusive classrooms is PCL software (Cote, 
2007). These programs help students define the problems to be solved by infusing hints and 
feedback through a structured problem-solving sequence. Interactive methods for accessing 
information are also provided, along with prompts on how best to evaluate the information. 
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After reading this chapter you will: 


¢ Know what to expect with regard 
to the range of student behaviors 
(and misbehaviors) typical of most 
classrooms. 


e Be able to identify, describe, and 
apply core readiness and “tiered” 
behavior management strategies that 
contribute to successful classroom 
management. 


e Possess a series of guided step-by- 
step effective practices for the preven- 
tion and reduction of challenging 
student behavior. 
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A VIEW FROM A TEACHER 


Eileen Walls Describes the Success of West Hernando Middle School’s Tiered 
Classroom Management System 


At West Hernando Middle School, students manage their behavior by using their WINGS. WINGS 
is an acronym that refers to the school-wide expectations that form the core of the school’s 
structured-management (or tiered-management) program. Students are required to (1) make Wise 
choices, (2) engage in Innovative learning, (3) accept New challenges, (4) engage in Good citizen- 
ship, and (5) demonstrate Strong positive behavior. According to Eileen Walls, the behavior spe- 
Ccialist at West Hernando, “All teachers, at the beginning of the year, are charged with explaining 
what constitutes using one’s WINGS. Each of the WINGS expectations is operationally defined 
and modeled so students know what specific classroom behaviors the teachers are looking for to 
reinforce.” Teachers post the WINGS acronym in every classroom and hallway, as well as in the 
gym and cafeteria. Teachers also use it as a streamlined method for verbally reminding students 
to behave appropriately. 

The WINGS program is an application of positive behavior support (PBS). Students are 
provided positive consequences when they choose to meet the behavioral expectations. In 
addition to receiving positive attention from adults, students who earn a set number of posi- 
tive bookmarks—the tangible method of recording appropriate student behavior—can attend a 
kid-friendly movie with popcorn and a drink. 

For students who have difficulty meeting the WINGS standards, teachers provide sup- 
ports and reminders designed to redirect behavior. For those who continue to be inappropriate, 
teachers use a hierarchy of negative consequences to decrease future occurrences of specific 
misbehaviors. These negative consequences include brief lunch detentions, in-school time-out 
and suspension, and after-school detention. Each of these negative consequences provides 
opportunities to teach students replacement behaviors—alternative ways of addressing their 
behavioral needs—in socially and school-appropriate ways. Teachers provide a range of sup- 
ports and interventions before removing any student from the learning environment. Like most 
PBS systems, the great majority of students at West Hernando respond positively to WINGS. A 
second tier of interventions is available for those students whose extreme and persistent pat- 
terns of misbehavior require specialized supports and interventions. 

According to Ms. Walls, WINGS works because everyone in the school is involved in its 
implementation. “Everyone—paraeducators, custodians, front office staff, teachers, and admin- 
istrators—is committed to the system and expects WINGS behavior from students.” The initial 
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data on this comprehensive behavior management system have been impressive. West Her- 
nando has a lower rate of discipline referrals and suspensions than any other middle school in 
the county. Ms. Walls credits the PBS team and its reliance on data-based decision making for 
these impressive outcomes. The team meets regularly, reviews the discipline data, and proposes 
changes as necessary. The team addresses problem areas and regularly provides staff members 
with updated booster sessions in classroom management techniques. 





Introduction 


Consider this nightmare experienced, in one form or another, by many beginning teachers 
(and even some veteran educators): It is the first day of school, and the first-period, sixth- 
grade language arts class is filing into the classroom. Rather than any semblance of order, 
most of the 27 students, 9 with identified disabilities, run into the room and upset the 
neatly arranged materials prepared for distribution on your desk. When the students reach 
their seats, two of the tallest young men refuse to remove their headgear, claiming that they 
belong to a strict religious order forbidding the exposure of an uncovered scalp. When you 
distribute the course overview, two girls in the back of the room crumple up the papers and 
throw them across the room, claiming that they don’t care about the work. After you've spent 
10 minutes trying to restore order, three students move to the back of the room and seem to 
be throwing the handouts, now paper airplanes, out the window. The two boys with head- 
gear issues are trying to sneak out the back door. To cap off this nightmare, the principal 
is at the front door inquiring about your willingness to accommodate the special needs of a 
new student with a severe attention-deficit disorder. 

Rarely do nightmares like this approximate the behavior in actual classrooms. Still, levels 
of concern and anxiety about classroom management among teachers, particularly those new 
to the field, are quite high. This anxiety is not surprising, because the ability to manage 
student behavior is a clear marker of teaching success: Effective discipline, classroom control, 
and organizational skills are associated with positive student outcomes and increased teacher 
ratings. Conversely, one of the main reasons beginning teachers leave the field is poor or 
inadequate discipline in the classroom (Kauchak & Eggen, 2010; Vittetoe, 1997). 

What types of behaviors do teachers in inclusive settings encounter? How do they manage 
simultaneously the range of generic problem behaviors typical of most developing students 
as well as the more intensive challenging behaviors exhibited by others with behaviorally 
involved disabilities (.e., attention deficits, emotional and behavioral disabilities)? Many 
teachers, like those on the faculty of West Hernando Middle School and Heritage High 
School, actively address the behavior of all of their students by adopting an approach to 
discipline that is systematic, proactive, supportive, and responsive. 

As noted by Eileen Walls in our opening feature, being systematic means that effective 
discipline is much more than having a bag of tricks. As we discuss later in this chapter, manage- 
ment is a tiered and sequential process that requires careful and logistical thinking about all 
school and classroom activities and events (Sprague & Walker, 2005; Yell, Meadows, Drasgow, 
& Shriner, 2009). Being proactive means taking carefully considered actions (e.g., adjusting the 
traffic flow in hallways and the cafeteria, making use of specific transition cues) that minimize 
and often prevent the occurrence of problem behaviors. Being supportive refers to the range of 
positive teacher attitudes that drive successful behavior management activities. As Susan Hill, 
the Dean of Students at Heritage High School knows, successful classroom teachers convey 
genuine concern for students by (1) having periodic private interactions that reflect a desire to 
know and understand students individually; (2) employing verbal and nonverbal communica- 
tion techniques that indicate civility, respect, and patience; and (3) willingly making adjust- 
ments that assist students in meeting behavioral expectations. Finally, being responsive refers to 
teachers providing positive recognition for students who behave as expected and a willingness 
to try a variety of interventions to redirect problem behaviors when they occur. 
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Student Behavior: What to Expect 


A broad consensus exists as to what constitutes appropriate student behavior. Most teachers 
believe that self-control and cooperation skills minimize disruption and foster the self- 
discipline necessary for academic success (Lane, Givner, & Pierson, 2004). Consequently, 
similar to many teachers in our featured schools, you will want students to (1) comply in 
an appropriate fashion to teacher requests and academic tasks; (2) have impulse control: 
(3) deal with problems, anger, and negative feedback in developmentally appropriate ways; 
(4) be cooperative and courteous with peers; (5) stay attentive, involved, and productive 
during classroom activities; and (6) follow rules, recognizing the contexts for different types 
of behaviors (Trenholm & Rose, 1981; Walker, 1995). 

Obviously, you will not always experience these desired behaviors from your students, 
and so it becomes your job to address and redirect misbehavior. What types of discipline 
issues do educators typically encounter? The popular media would have us believe that most 
misbehaviors faced by teachers are severe—aggression, bullying, theft, and vandalism. For- 
tunately, this is not accurate. As is the case in our three featured schools, most school and 
classroom misbehavior is related to inattention to task, crowd-control issues during transi- 
tions, getting work accomplished in a timely fashion, and students acting cool by creatively 
testing limits. Specifically, the most common misbehaviors exhibited by students include 
tardiness, being unprepared, not attending, talking, calling out, and mild forms of verbal 
and physical aggression (Kulinna, Cothran, & Regualos, 2006). Some students may even 
swear, run in the hallway, tell off-color jokes, and show arrogance toward and disrespect 
for peers and adults. As we will discuss later, teachers can prevent many of these behaviors 
through proactive structuring of the school and classroom environment. Misbehaviors that 
are not preempted typically stop when they are brought to the attention of teachers, admin- 
istrators, and/or parents. 

Some students, however, exceed these mild forms of challenging behavior and repeatedly 
disrupt the flow of school and classroom events. Others respond defiantly when asked to 
participate appropriately in activities and hurt others both physi- 
cally and emotionally when frustrated. The number of such students 
and the frequency of their behaviors often vary according to the 
levels of structure and consistency in specific schools and individual 
classrooms. Still, even in the most positive and structured schools 
and classrooms, you will encounter students who, for any number of 
reasons, pose challenges because of their behavior. These students 
stand out from other students because of their significant behavioral 
excesses and behavioral deficits. Not surprisingly, many require sup- 
ports that go beyond typical practice and could require individual- 
ized services outside the general education classroom. 

When we speak of significant behavioral excesses, we are referring 
to behaviors that, because of their high rate, frequency, duration, or 
intensity, interfere with opportunities to achieve academic success 
and/or social competence. For example, consider the student who 
spends far too much time out of her seat or argues vehemently and 
relentlessly when being directed by a teacher. Significant behavioral 
deficits refers to specific behaviors and actions students lack that are 
required for academic and social competence. For example, it is not 
unusual for teachers to note that several of their students lack appro- 
priate social skills. Significant numbers of students with behavioral 
deficits in social skills simply don’t know, or have not been taught, 
how to behave in certain situations, others may have acquired the 
skills but do not perform them at acceptable levels. When encoun- 
tering students with persistent challenging behaviors, you willlikely —_ \yogt student misbehavior is related to inattention, 
conclude that most troubling patterns of misbehavior area dynamic _ unstructured transitions, and a desire to act “cool” 
combination of behavioral excesses and deficits. with peers. 
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students ? 





Pause & Reflect 


Successful behavior management requires considerable 
planning and preparation. What steps would you take to get 
your classroom management ready before the arrival of your 
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Behavior Management Readiness 
and Tiered Management Strategies 


Successful teachers’ behavior management efforts begin long before students enter the classroom. 
Like the preparation efforts of a professional athlete or master craftsman, preparation of the work 
environment, organization of equipment, and mental self-preparation for the task at hand require 
considerable attention of the teacher. Specific critical areas of concern for teachers are (1) class- 
room organization, (2) effective instruction, and (3) creating a climate of care and respect. 


Classroom Organization 


Regardless of the subject area being taught or the age of the students, most classrooms 
are busy, energetic places that have a variety of instructional and noninstructional events 
occurring simultaneously for all students. For example, consider biology class at Heritage 
High School. During the fifth period, Gina Craun directs 
an active, hands-on laboratory class to 22 students who 
require intensive instruction if they are to meet the state’s 
standards of learning. Eight of the students are conduct- 
ing independent laboratory experiments. The remaining 
14, having completed the experiments, are writing up 
their results. Six of these students have identified in- 
dividualized education program (IEP) goals related to 
written expression. Denise Pohill, the special education 
teacher, therefore provides them additional supports and accommodations. At the rear of the 
room, a one-to-one instructional assistant from the “school within the school” program for 
students with behavioral needs monitors a student as he completes independent seatwork. 

If you were to review a slow-motion video of a typical day in that classroom (or most 
other classrooms), you would see with pinpoint clarity how successful teachers recognize 
and address organizational pressures (see Table 15.1 for listing and definitions). Consider 
the following preventive practices that help address these ever-present demands: 








¢ Arranging the physical environment. 
¢ Valuing instructional time. 

¢ Being prepared. 

Coordinating resources. 


Arranging the Physical Environment 
Successful behavior managers make effec- 
tive use of the physical dimensions of their 
room, and arrange furniture and materials 
for accessibility, instructional effectiveness, 
appropriate social interactions, and safety. 
How teachers actually design the class- 
room varies as a function of (1) layout and 
location; (2) age, number, and behavioral 
profiles of the students; and (3) levels of sup- 
ports required by students with disabilities 
(Capizzi, 2009; Paine, Radicci, Rosellini, 
Deutchman ws Om Darchlocs: Rosenberg 
et ale2006). 


Valuing Instructional Time 


Successful behavior management requires considerable planning and preparation Effective behavior management and student 


before the arrival of students. 


learning is contingent on treating instructional 
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Table 15.1. Organizational Pressures of Classrooms 


Organizational Pressure Definition 






Immediacy Many events require immediate attention or action. 


Publicness The teacher is always on stage. 


Multidimensi ; LS mgt 
ensionality Classrooms are crowded and busy places in which limited resources are 
used to achieve a wide range of goals. 


Unpredictability Events in classrooms change daily and many occurrences are difficult to 
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predict. 

History Events that occur early in the school year set the tone for later 
happenings. 

Simultaneity 


Many things happen at the same time in classrooms. 


ARS 


Source: Adapted from Doyle (1980). 





time as a valuable resource and, correspondingly, maximizing opportunities for teaching 
and learning (Vannest @ Hagen-Burke, 2010). Specific strategies include (1) highlighting 
policies that encourage and reinforce attendance and punctuality; (2) ensuring that adequate 
time is devoted (and actually delivered) to task-relevant activities; and (3) explicitly teaching 
and conducting transitions between and among activities efficiently with little disruption 
(Nix, 2008). 


Being Prepared 

Teachers who are prepared have organized and easy-to-follow lesson plans, start lessons 
promptly, have materials close by, and maintain a consistent schedule. This preparation 
allows teachers to focus their efforts exclusively on the instructional and behavioral flow of 
their lessons. 


Coordinating Resources 

Effective behavior managers address the immediacy and connectivity of classroom events 
by developing time-saving organizational resources. Several of the more useful resources 
include (1) an IEP-monitoring procedure that promotes instructional support and account- 
ability, (2) a substitute teacher packet that highlights the essential information one would 
need to teach and manage the class during short-term absences, and (3) a readily available 
resource guide of school and community services that can address critical needs presented 
by students and their families. 


Effective Instruction 


A major prerequisite for the success of any behavior management plan is the delivery of 
accessible and motivating instruction. Regardless of how interesting or topical a lesson 
might be, a precursor to disruptive behavior is a 
student’s inability to understand academic content and 
his frustration with the ways the content is presented. 
Rather than being perceived as being “dumb,” some stu- 
dents, particularly those who have experienced repeated 
academic failure, find it easier to act up or be the class 
clown. During later interactions with peers, these inap- 
propriate behaviors are easier to explain than the lack 


Pause & Reflect 










Consider the relationship between instruction and student 
behavior. How can instruction that lacks supports and 
accommodations contribute to the disruptive behavior of 
students with learning problems and disabilities? 
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of integration or problem-solving skills. Clearly, instructional supports and accommoda- 
tions within the context of interesting, motivating lessons can reduce the frequency and 
intensity of disruptive behaviors. 


A Climate of Care and Respect 


Many of the guidelines for effective behavior management presented thus far are methodical, 
scientifically validated, systematic procedures applied in a seemingly mechanistic step-by- 
step fashion. Recognize, however, that these technical aspects of classroom discipline are 
only part of the process—clearly necessary, but not sufficient. The success of behavior man- 
agement techniques is also contingent on the ways in which teachers communicate with their 
students and engage in culturally responsive practices. Similar to instruction, teachers deliver 
behavior management through a series of person-to-person interactions that involve a num- 
ber of intangible (i.e., difficult to operationalize) dispositions, behaviors, and personal quali- 
ties (Hershfeldt, Sechrest, Pell, Rosenberg, Bradshaw, & Leaf, 2009; Rosenberg et al., 2006). 


Authentic Relationships 

Most interpersonal relationships are built on trust and require adequate time to develop. 
Solid relationships between teachers and students typically grow from a foundation of 
brief contacts and interactions, such as greeting students at the start of the day and giving 
special attention to their interests and personal lives. Relationships evolve when teachers 
present themselves in engaging and appealing ways, revealing that they are consider- 
ate, ethical, friendly, enthusiastic, and caring. Helpfulness is a characteristic that most 
students value, particularly those who require additional academic and behavioral sup- 
ports. Moreover, positive interactions with teachers help students adjust to the pres- 
sures of school environment and promote social competence (Scott, Alter, Rosenberg, & 
Borgmeier, 2010). Teachers demonstrate helpfulness by (1) highlighting the collaborative 
nature of classrooms, (2) emphasizing trust between themselves and students, (3) promot- 
ing positive and productive communication, and (4) teaching self-control strategies that 
help students take responsibility for their behaviors (Charles, 2002; Koenig, 2000). 


Civility and Respect 

Civility means that a person is cognizant that her behaviors have consequences for oth- 
ers and anticipates what those consequences may be (Forni, 2002). Respect refers to the 
basic human right to be acknowledged and treated with dignity (Rosenberg et al., 2011). 
Teachers model civility and respect by (1) communicating through body language and a 
vocal tone that reflects support, patience, 
and understanding; (2) listening actively to 
students and maintaining appropriate eye 
contact; (3) having private interactions with 
students that reflect a genuine interest in their 
opinions, concerns, and well-being; and (4) 
communicating appropriate, positive expec- 
tations for student performance and behav- 
ior (Kauffman, Mostert, Trent, & Hallahan, 
2002; Rosenberg et al., 2006; Thorson, 1996). 


Culturally Responsive Practices 

Teachers communicate care and respect for 
all students by adhering to culturally respon- 
sive instructional and behavior management 
practices. These practices are built on the 
assumptions that one’s culture influences 


Support, helpfulness, and a desire to develop authentic relationships with students perceptions and knowledge, and that aspects 
enhance behavior management efforts. of that culture manifest themselves, directly 
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and indirectly, during teacher—student interactions (Ford & Kea, 2009). Successful teachers 
maintain a healthy curiosity about cultural differences and are introspective about how their 
typical practices affect those from differing backgrounds. Keep in mind that this awareness 
and analysis are not excuses for student failure. Culturally responsive teachers believe they 
can help every student achieve. They do so by reducing judgmental attitudes and reactions 
of those who struggle in school and highlighting examples of diverse students who suc- 
ceed in school despite experiencing poverty, language differences, and/or disabilities (Ross, 
Kamman, & Coady, 2011). Specifically, Hershfeldt et al. (2009) suggest that teachers double- 
check on five core components of culturally responsive practices as they develop and apply 
behavior management strategies: 


1. Reflect on your own cultural group membership as it relates to the group membership of 
students. 


2. Make every effort to form an authentic relationship with students. 


3. Recognize that some students have distinctive communication styles that do not conform 
to typical norms and expectations. 


4. Ensure that exemplars from students’ backgrounds are integrated into instruction. 


5. Be aware that students’ behaviors in school can be a way to respond to multiple 
community constituencies (e.g., community and peer expectations). 


Tiered Management 


As we noted earlier, successful behavior management in inclusive schools and classrooms 
requires the use of a systematic, tiered system of behavior management (Dwyer & Osher, 
2000; Rosenberg & Jackman, 2003; Scott et al., 2010). Tiered systems (see Figure 15.1) 
allow educators to address the behavioral needs of all 
students by addressing universal, inclusive management 
concerns typical of most students and by using a con- 
tinuum of individualized planning and interventions for 
those students who do not readily respond to elements of 
the universal management system. 

In the first tier, often referred to as universal inclusive 
practices and supports, teachers emphasize classroom 
policies and processes (e.g., mission statements, rules, 
procedures, consequences for appropriate and inappropriate behaviors, crisis procedures, 
etc.). Approximately 80 to 85% of students respond positively to these universal practices. 
The second tier of interventions is for the 5 to 15% of students whose extreme, frequent, 
persistent patterns of misbehavior require targeted or specialized supports and interven- 
tions (Hawken & Horner, 2003; Scott et al., 2010). These targeted interventions are typically 
powerful, focused, school-based efforts designed to reduce frequent and intensive problem 
behaviors. Wraparound interventions are more intensive and extensive, involving the inte- 
grated efforts of a multidisciplinary team of professionals from both within and outside the 
school (Eber, Sugai, Smith, & Scott, 2002). 


Pause & Reflect 






misbehaving? 


Universal Inclusive Practices and Supports 


At the core of effective universal practices is a comprehensive management plan, an explicit 
representation of behavioral expectations and what happens when students either com- 
ply to or violate the standards. Generally, five core elements are included in successful 
plans: (1) mission statement, or statement of purpose; (2) rules, procedures, and behav- 
ioral supports; (3) surface management and consequences; (4) crisis considerations; and 
(5) documentation that makes the plan accessible to students, families, and colleagues (e.g., 
Curwin & Mendler, 1999; Lewis & Sugai, 1999; Nelson, 1996; Rosenberg & Jackman, 
2003; Simonsen, Fairbanks, Briesch, Myers, & Sugai, 2008; Walker, Colvin, & Ramsey, 
1995; Yell & Bradley, 2009). 





Why is it important to begin tiered management efforts 
at the universal level? Why not focus initial efforts on 
the most intensive interventions for students who are 






See Chapter 12 for 
detailed information 
on the double-check 
framework. 
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Inclusive Support Model () 





























Inclusive Proactive 
Management Activities 


¢ Positive and Negative Consequences 
¢ Comprehensive Management Plan 
¢ Parent and Family Involvement 

¢ Rules, Policies, and Procedures 
¢ Academic Adaptations 
¢ Crisis Management 


Targeted Interventions 


Additional * Academic Accommodations 
Specialization ° Curriculum Adaptations Additional 
Elale| * Social Skills Instruction 

* Behavior Contracts Support 
* Conflict Resolution rN fell tele) (=m ce) 

¢ Peer Mediation Students 


aicclialiarem rele 
Service 
Providers 


Multiagency Interventions 


¢ Mental Health Services 
¢ Family Preservation 
¢ Social Work 
¢ Medical 


Figure 15.1 





Comprehensive Behavior Management: Levels of Intervention and Inclusive Support Model 


Sources: Adapted from Nelson, 1996; and Walker et al., 1996. Reprinted with permission from M. S. Rosenberg & L. A. 
Jackman. (2003). 


Mission Statement or Statement of Purpose 

A mission statement, or statement of purpose, is a brief declaration that represents your approach 
to teaching and learning with a particular emphasis on expected school and classroom be- 
havior. Effective statements seek to inspire, have a positive focus, and reflect a respect for Fy 


the dignity of all students and a commitment to helping students perform to their highest 
level (White, 1996). 
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Rules, Procedures, and 

Behavioral Supports 

Rules and procedures communicate behavioral 
standards and expectations. Rules define accep- 
table behavior, procedures delineate the steps 
required for the successful completion of a task, 
activity, or operation. Well-articulated rules and 
procedures are particularly important for stu- 
dents who need explicit supports. Rules and pro- 
cedures serve as discriminative stimuli and overt 
guides; teachers can use them to prompt and cue 
students throughout their daily multi-tasking. 
Rules and procedures also serve as specific be- 
havioral targets that effective teachers reinforce 
with attention and praise (see Strategy 15.1). 





A major component of successful behavior management is having routines and 
procedures that guide students through school and classroom activities. 


Surface Management 
and Consequences 


Rather than being authoritative and coercive, an effective teacher structures her behavior 
management system so that students recognize that it is their choice to either comply or 
not comply with the stated expectations. As you can imagine, the way in which a teacher 
responds to student choices has an enormous impact on subsequent student behavior. 
Typically, a teacher’s response to student behavior falls into three major categories: surface 
management techniques, consequences for rule and procedure compliance, and conse- 
quences for noncompliance. 

Surface management techniques are the range of commonsense measures that address 
minor instances of misbehavior quickly, efficiently, and, for the most part, with little disrup- 
tion of ongoing instruction (see Strategy 15.2). Although the names for these techniques may 
seem novel and unusual, in action, they are clearly familiar. Generations of educators have 
used surface management techniques, often in an automatic, intuitive fashion. 

Consequences are teacher-initiated verbalizations and actions that follow students’ 
behaviors, both appropriate and inappropriate (see Strategy 15.3). When employing conse- 
quences, it is important to consider their impact. For a consequence to be effective, student 
behavior must change. Teachers use positive consequences to increase levels of appropriate 
behavior and use negative consequences to reduce the frequency and intensity of trouble- 
some inappropriate behaviors. 

Unfortunately, some consequences, particularly those applied to student misbehavior, are 
delivered in anger and frustration, with little thought given to their influence on students’ 
behaviors. One way to avoid this scenario is to apply con- 
sequences in an educative rather than vindictive fashion. Pause & Reflect 
Clearly, some classroom behaviors can get you angry, and 
instead of presenting consequences in a thoughtful man- 
ner, you might deliver them in a vengeful, almost menacing 
fashion. To minimize these situations, it is important to at- 
tend to your own feelings regularly and to keep frustration 
and resentment in check (Curwin & Mendler, 1999). 








Why is it important that consequences, particularly 
those directed to inappropriate behavior, be delivered 
in an educative rather than vindictive fashion? What 
strategies can be used to help during these often 
stressful situations? 


Crisis Considerations 

Fortunately, in most schools, crisis situations—instances when students present extreme physi- 
cal and emotional behaviors responses—are rare. However, it is important for teachers to know 
what to do if and when such actions occur. The most challenging aspect of a crisis is that the 
student appears to have little or no control over the behavior, and management techniques and 
consequences designed to reduce problem behavior have little or no effect (see Strategy 15.4). 
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During the crisis, the primary task is to assist the stu- 
dent through the crisis in a safe, nonthreatening, and non- 
punitive fashion while maintaining the safety of others in the 
immediate environment. The recommended course of action 
for schools is to develop crisis-response teams of four to five 
people who are trained in both verbal intervention techniques 
and safe, nonaversive methods of physical restraint Johns & 
Carr, 1995). Other adults in the school are instructed in deci- 
sion rules to determine if the team is to be called in as well as 
the code for accessing the team. However, when faced with a 
crisis, teachers should 


1. Remain calm, remove dangerous items from the area, and 
send someone for assistance. 


2. Avoid body language and verbalizations that escalate 
situations. 


3. Instruct other students to vacate the crisis area. 


4. Plan for the student in crisis to reenter class after the crisis 
(Albert, 2003; Johns & Carr, 1995; Jones & Jones, 2004; 
Yell et al., 2009). 

Documentation for Access 

After you have developed the components of your comprehen- 

sive behavior management plan, it is essential to share it with 

students, their families, administrators, and related-service 
providers. Some school-wide teams and individual teachers 
create full-sized manuals that articulate the major components 

(mission statement, rules, procedures, consequences) of the management plan (see Dwyer 

& Osher, 2000; Jones & Jones, 2004; Rosenberg et al., 2006; Walker, Colvin, @ Ramsey, 

1995). Other schools develop user-friendly brochures and Web pages that highlight the 

major components of the plan. Figure 15.2 illustrates a sample brochure. Regardless of the 

format you choose, use of a summary checklist, such as shown in Figure 15.3, can ensure 
that your behavior plan presents the essential components in the correct manner. 


/ & 
Although extreme physical and emotional student behaviors 


are rare, it is essential that teachers know what to do if such 
crisis situations occur. 


Targeted Interventions 


Even with the best planning and implementation of a well-conceived comprehensive man- 
agement plan, some students (approximately 10 to 15% of the student population), with and 
without disabilities, will require additional school-based behavioral supports and accom- 
modations. Targeted interventions are intensive actions directed toward chronic, repetitive, 
and pervasive problem behaviors presented by these students. Typically, the design of in- 
dividualized targeted interventions involves completing a functional behavioral assessment 
(FBA) (described in the next section) and using the results to develop an individual plan of 
action. However, before engaging in the labor-intensive process of an FBA, it is often useful 
to engage in function-based thinking (FBT) and implement certain resource-efficient generic 
targeted interventions that researchers have found reduce a range of disruptive classroom 
behaviors (Hawken & Horner, 2003; Hershfeldt, Rosenberg, & Bradshaw, 2010; Park, 2007). 
Function-based thinking and two interventions (check-in, connect, check-out systems and 
behavioral contracting) are detailed in Strategies 15.5 and 15.6. 


Functional Behavioral Assessment 


For those students who do not respond to generic targeted interventions, teachers should 
conduct a functional FBA. The FBA is a powerful problem-solving process that identifies 
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This is a sample of the 
consequences used in my class. For a 


Berle et ease oeranee te Plan.forSuccess 
“1 Mrs. Marquis’s Third-Grade Class 
Positive Consequences 


(To increase Appropriate Behavior) 


Parent Guide 


¢ Line Leader 

¢ Verbal praise 
Positive note home 
Positive phone call 
Stickers 

School supplies 
Healthy treats 
Lunch with teacher/administrator 
Extra computer time 
Homework pass 

Ice cream social 
Extended recess 





Mrs. Marquis’s contact information: 
Marquis @ omail.com 





Negative Consequences 
(To Decrease Inappropriate Behavior) We welcome your comments and feedback. 
Feel free to contact me by e-mail at any time 
Nonverbal cues/warnings or by phone after 3:00 pm and before 7.00 pm. 


¢ Verbal cues 
¢ Time-out with written 
reflection 


Loss of recess 
Note or phone call home 
Parent conference 


Office referral 
In-school suspension 
Out-of-school suspension 


Mission Statement Rules for 
| To provide a Stars 
| 9 safe and nurturing 
environment, which 
fosters creativity, Oy ec9 respect; 
academic achievement, Keep yourself to yourself. 
and cooperation. With the Af mircemreneed 
support of families, staff, for class. 
and community members, A eh 
dhere to directions the 


our students will reach TretEeccven: : 


their full potential. : 


Riis your hand, and 


wait to be recognized. 


aS a up on time. 


Please help us achieve our 
goals! Volunteer to be a 
class helper. 


ATLA LE EE I 
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Sample Brochure for a Comprehensive Behavior Management Plan 
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ire 15 a Measure to Assess Quality of Comprehensive Plan . | 






How Evident? Read each statement and circle the most appropriate rating in regard to the manual being evaluated. 
1—Not evident 2— 3—Evident 4— 5—Extremely evident 


The mission statement clearly states a vision reflecting student outcomes. 1 2 3 4 5 


The mission statement clearly states expectations for students. 1 2 3 4 5 


The mission statement has direct, clear statements that are focused and 1 2 3 4 3) 
behaviorally used. 











Rules and Expectations 


The rules are stated positively and defined clearly. 


There are six or fewer rules. 













Rules are observable and measurable. 


Rules are jargon free and age appropriate for students. 


Supports for rule success are articulated (supports need to be in place 
prior to failure). 


Positive Consequences 
Positive consequences can be implemented easily at both team and classroom level. 





Positive consequences contain a balance of praise, nontangible reinforcement, 
and tangible reinforcement that can be easily delivered. 





The positive consequences include a mix of desirable tangible reinforcements 
and big ticket items (e.g., social and physical activities). 


Negative Consequences 


The consequences are natural, logical, and have an established hierarchy 1 2 3 4 5 





(e.g., rule reminder, warning, action plan). 


The consequences are related to mission statement, rules, and procedures. 3 4 S 


The consequences preserve a student’s dignity and help to promote an 5 4 5 
internal locus of control. 


The negative consequences reduce instances of secondary gain. 3 4 5 


Intervention for problem behavior is not viewed as a negative consequence 3 4 5 





(e.g., referral to guidance, SIT team). 





























Procedures 
Procedures are positively stated and are age appropriate. 1 2 3 4 5 
Each procedure is developed in a logical, step-by-step fashion. 1 2 3 4 5 
The terms used in procedures are simple (as short as possible), 1 2 3 4 5 


specific, and jargon free. 














Procedures are observable and measurable. 1 D 3 4 5 
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Procedures promote increased efficiency and effectiveness of the instructional 
environment. 


There are at least three different school procedures (e.g., hallway, bathroom, 
late, cafeteria, nurse). 


1 
1 


Documents reflect that the school values positive behavior. 


1 
1 


The faculty has created unique forms, checklists, and lesson plans for teaching 
the plan, specific to the needs of their school. 











Note: These statements reflect effective characteristics of a school-wide comprehensive behavior management plan. 


Source: Reprinted with permission from M. S. Rosenberg @ L. A. Jackman. (2003). Development, implementation, and sustainability of comprehensive 
school-wide behavior management systems. Intervention in School and Clinic, 39(1), 10-21. 


the function or purpose of an individual student’s inappropriate behavior patterns. The 
results of the FBA provide a more precise road map for the design and implementation 
of methods that help students reduce their troubling behaviors and engage in alternative 
positive behaviors. Three key assumptions serve as the foundation for the FBA process. 
First, all behavior, appropriate and inappropriate, is learned and supported by current 
environment conditions. Second, all behavior is purposeful, meaning that people behave 
in ways that satisfy their needs or that help achieve a specific outcome. Finally, FBAs are 
most effective when a team of professionals collaborate in the process (Scott @ Kamps, 
2007). Typically, these are professionals from diverse fields who provide input and sugges- 
tions from their areas of expertise. As a classroom teacher, you may be required to serve as 
case manager for the team, organizing the information and coordinating communication 
among team members. 


Behavior Intervention Plans 


Successful behavior intervention plans (BIPs) are characterized by (1) the simultaneous 
strengthening and reducing of targeted behaviors through the application of behavioral 
techniques, (2) direct teaching of social skills, and (3) emphases on self-management, self- 
control, and student independence. 


Strengthening and Reducing of Targeted Behaviors 

When implementing behavioral intervention programs, the teacher's goal is to replace in- 
stances of disruptive classroom behaviors with more appropriate alternatives (Gongola & 
Daddario, 2010). This step requires that teachers implement techniques that simultaneously 
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reduce and strengthen targeted behaviors. Increasing behavior involves the process of 
reinforcement. Positive reinforcement occurs when the presentation of an environmental 


consequence results in a corresponding increase in the frequency or intensity of a behav- 
ior. Negative reinforcement (often confused incorrectly with punishment) occurs when the 


e 
Y/ 


removal of an unpleasant event results in an increase in the target behavior. Teachers have 
three behavioral options to decrease behavior: extinction, differential reinforcement, and 
punishment. The diversity of behavioral methods to strengthen appropriate classroom be- 
havior and decrease problem behavior is summarized in Tables 15.2 and 15.3. 


Table 15.2 Procedures for Increasing Appropriate Behaviors 


Edible 


TENE! 


Praise and 
attention 


High-probability 
behaviors 


Performance 
feedback 


é 
: 
| 
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Tokens 
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Source: Reprinted with permission from M. S. Rosenberg, L. J. 
educating students with special needs (4th ed., p. 272). Upper Saddle River, NJ: Merrill/Pearson Education. 


A primary reinforcer. 
Potency varies as a 
function of deprivation 
and satiation. 


Conditioned social 
reinforcers that can be 
delivered verbally and 
nonverbally (e.g., smiles, 
winks, physical contact). 


The preferred activities 
of students can be used 
as reinforcers for low- 
probability behaviors. 


Using the knowledge of 
progress or results to 
reinforce a target behavior. 


Conditioned, generalized 
reinforcers whose strength 
is derived from items, 
activities, and desirable 
consequences they present. 


fey 


Potency with students 
who possess severe 
handicaps. 

Useful in establishing 
reinforcing properties of 
other events (e.g., praise, 
smiles). 


Easily and quickly 
administered. 
Unobtrusive during 
classroom activities. 
Little preparation 
required. 


Schools have many 
desirable activities 
available. 

Powerful and cost free. 
Low probability of 
satiation. 


Easily initiated in setting 
where performance 
criteria are explicitly 
stated. 

Low cost and motivating. 


Combat satiation in that 
a number of backups can 
be employed. 

Easily dispensed. 

Serve to bridge the 
period of time between 
the occurrence of a 
behavior and the delivery 
of a primary reinforcer. 
Allow for gradations of 
reinforcement. 


Shea, & D. J. O'Shea. (2006). Student teacher to master teacher: A practical guide for 


e Delivery disrupts classroom 
functioning. 

e Difficult to dispense in busy 
classroom settings. 

e Need to be constantly aware 
of student allergies. 


¢ Because the reinforce- 
ment values of praise 
and attention needs to be 
learned, some individuals : 
may not respond. : 
e Limited potency with 
inappropriate behaviors 
that have high secondary 
reinforcing properties (e.g., 
theft, substance abuse). f 


e Difficulty in delivering activ- 
ity reinforcers immediately. 

e Disruptions may occur 
during transitions between 
activities. 

e Delivery mode tends to be 
all or none; little opportunity 
to portion out activities. 


e Effectiveness of feedback 
alone has been equivocal. 


¢ Requires effort in record 
keeping and other 
management activities. 

e Fading of tokens often 
neglected. 


RTE 
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Table 15.3 = Three Commonly Used Punishment Techniques 


BAY ey:) Definition 
Reprimand A verbal statement or 


nonverbal gesture that 
expresses disapproval. 


Response cost A formal system of penal- 
ties in which a reinforcer 
is removed, contingent 
upon the occurrence of 


an inappropriate behavior. 


Time-out Limited or complete loss 
of access to positive 
reinforcers for a set 


amount of time. 


little or no preparation 
required. 

No physical discomfort 
to students. 


Easily applied with 
quick results. 

Does not disrupt class 
activities. 

No physical discomfort 
to students. 


Fast acting and 
powerful. 

No physical discomfort 
to students. 


Advantages Disadvantages 


e Easily applied with 


Sometimes not effective. Can 
serve as positive reinforcement 
if this is a major source of 
attention. 


Not effective once student has 
“lost” all reinforcers. 

Can initially result in some 
students being more 
disruptive. 


Difficult to find secluded areas 
where students would not be 
reinforced inadvertently. 

May require physical 


assistance to the time-out area. 

e Overuse can interfere with 
educational and prosocial 
efforts. 


REE SUSTIE RS F Senter: SSN SSS ES TS a a 


Source: Reprinted with permission from M. S. Rosenberg, L. J. O'Shea, & D. J. O'Shea. (2006). Student teacher to master teacher: A practical guide for 
educating students with special needs (4th ed., p. 273). Upper Saddle River, NJ: Merrill/Pearson Education. 


SS eT 


Direct Teaching of Social Skills 

Some students misbehave because they lack the specific behavioral skills to act produc- 
tively in the school and classroom environment. For these students, direct instruction in 
such skills would improve social competence and reduce problem behavior. Some teachers 
provide instruction in social skills by using commercially prepared social skills curricula 
(e.g., the Skillstreaming series; Goldstein @ McGinnis, 1997, McGinnis & Goldstein, 1997). 
These programs cluster specific skills into domains (e.g., dealing with feelings, friendship- 
making skills, coping skills) and provide instructional sequences for teaching the skills. 
Effective curricula typically include validated instructional components (e.g., direct instruc- 
tion, modeling, coaching, reinforcement, controlled practice), assessment instrumentation, 
and the flexibility to address the needs of individual students as well as small groups (Carter 
& Sugai, 1989; Sugai & Lewis, 1996). Other teachers choose to create their own activities to 
teach replacement behaviors and can benefit from combining low-cost multimedia technol- 
ogy with structured social skills lessons (Cumming, 2010). 


Self-Management, Self-Control, and Independence 

The ultimate goal of any behavioral intervention is for a student to regulate his own behav- 
ior independently. Teaching self-management and self-control allows students in need of 
behavior change to assume larger roles in their behavior change efforts. Programs typically 
consist of four components: self-assessment, goal setting, evaluation, and self-determination 
of reinforcement (Polsgrove & Smith, 2004; Vannest, Reynolds, @ Kamphaus, 2008). In 
self-assessment, a student reflects on her own behavior and determines if the behavior is 
inadequate or inappropriate. Next, the student identifies the behaviors required, sets goals, 
and selects strategies that help regulate behavior. Then, through the process of self-deter- 
mination, the student evaluates her performance. Finally, the nature and scope of reinforce- 
ment that she should receive to perform the target behavior is determined. 
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Classroom implementation of self-management typically follows a sequence. First, the 
teacher introduces the procedure by informing a student (or a small group of students) that 
it is important to keep track of the occurrence and nonoccurrence of his target behavior. 
The teacher then introduces the student to a cuing mechanism. This could be a “low-tech” 
tool such as a self-monitoring card (Kamps, 2010) or a technologically enhanced device such 
as a smart phone or tablet (e.g., Kramer, 2004). Every time the student is cued, he should 
ask himself, “Was I engaging in the target behavior?” and mark the monitoring device 
appropriately. The instructor should model the procedures, and the student should practice 
initially to ensure that the student can reliably differentiate between the occurrence and 
nonoccurrence of the target behavior. After the procedure succeeds in teaching a student to 
monitor and record his own behavior, procedures designed to teach the self-determination 
of reinforcement can begin (Rosenberg et al., 2006). When the student reaches an acceptable 
level of performance, it may be time to carefully wean the student from the external aspects 
of the procedure. However, if student performance begins to deteriorate, the teacher should 
not hesitate to resume using the external prompts. 


Wraparound Supports 


A small percentage of students, usually no more than 1 to 3%, requires a series of intensive, 
highly structured behavioral supports that involve the coordinated efforts of families, educa- 
tors, and community-based professionals. Educators often use the term wraparound or system 
of care to describe these interventions because they reflect three essential elements associated 
with this type of service delivery. First, rather than conforming to existing service-delivery 
alternatives, these are integrated educational and community services designed to meet 
the unique needs of children and their families. Second, services are provided in the local 
neighborhood. Finally, services are responsive to the culture of the child and family. It is not 
unusual for wraparound systems of care to include professionals from the fields of mental 
health, medicine, social work, substance abuse, law enforcement, and vocational rehabilita- 
tion (Eber, Breen, Rose, Unizycki, &@ London, 2008). 

What do teachers need to know about wraparound programming, and how can they 
contribute to the success of such programs? First, recognize that the community school is 
the most effective place for service coordination. It is a centrally located setting that can pro- 
vide convenient access to a range of services with reduced stigma (Cullinan, 2002). Second, 
use positive strength-based commentary during conversations with family members. This 
will help ascertain, with minimal defensiveness, the ideas, values, frustrations, and dreams 
family members have about their child. Clearly, to attain increased family participation and 
trust, members of the school community must project an encouraging and supportive attitude 
toward behavioral improvement. Finally, as a teacher, recognize that you contribute to the 
school-based wraparound team process by (1) helping identify, clearly defining, and prioritiz- 
ing needs; (2) developing action plans and interventions that cross disciplines; and (3) col- 
lecting data that assist in the evaluation of interventions geared toward measurable outcomes 
(Duckworth et al., 2001; Eber, Sugai, Smith, & Scott, 2002; Scott et al., 2010). 

Consider how Susan Hill, the Dean of Special Education at Heritage High School, par- 
ticipates in her school’s system of care. Ms. Hill often facilitates the student support team, 
which is a group of administrators, teachers, and related service personnel who together 
consider the needs of students who require integrated social, behavioral, and medical sup- 
ports in order to fully benefit from educational programming. The team serves as a focal 
point for reviewing student progress and responding to needs as expressed by the students 
and their families. Ms. Hill readily admits that this is challenging work: Services are difficult 
to access, and teachers experience an emotional toll in seeing so many families in pain and 
dire circumstances. 

Fortunately, Ms. Hill has witnessed many successes such as (1) securing needed 
mental health and therapeutic treatments for students and (2) accessing in-home social 
work support for several single mothers who were having difficulty managing the behav- 
ioral demands of their nonverbal and very active adolescents with developmental delays. 
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Ms. Hill believes that much more work remains to be done. At the top of her list of frus- 
trations are those few families who are reluctant to become involved in the process and 


® tend to avoid contacts with school personnel. Ms. Hill is always looking for novel ways 
to increase involvement. 


Effective teachers manage the behavior of all of their students by developing procedures that 
are systematic, proactive, supportive, and responsive. 


Student behavior: What to expect 


Most school and classroom misbehavior is related to tardiness, inattention, crowd- 
control issues, and students testing the limits. 

Students who exceed these mild forms of misbehavior stand out from their peers due to 
their behavioral excesses and behavioral deficits. 

Students with behavioral excesses engage in high rates and frequencies of disruptive 
behaviors that interfere with academic performance; those with behavioral deficits lack 
specific skills necessary for academic and social competence. 


Behavior management readiness and tiered management strategies 


Successful behavior managers organize their environments by making effective use of the 
physical dimensions of their classroom, valuing instructional time, being prepared, and 
coordinating resources. 

An essential prerequisite for effective behavior management is the delivery of accessible, 
motivating, and supportive instruction. 

Successful behavior management is contingent on developing authentic relationships with 
students, modeling civility and respect, and employing culturally responsive practices. 
Tiered management allows teachers to meet the needs of all students by first addressing 
universal concerns—the typical needs of most students—and then using a continuum of 
interventions for those students who don’t respond to the system. 

At the center of universal practices is a comprehensive management plan containing five 
core domains: (1) mission; (2) rules, procedures, and supports; (3) surface management 
and consequences; (4) crisis considerations; and (5) accessible documentation. 
Targeted interventions are intensive actions directed toward chronic and pervasive prob- 
lem behaviors. 

For students who do not respond to generic targeted interventions, teachers may need 
to complete a functional behavior assessment (FBA) and develop a structured behavior 
intervention plan (BIP). 

Successful BIPs focus on the simultaneous strengthening and reducing of targeted behay- 
iors; direct teaching of specific skills; and student self-management and independence. 
A small percentage of students will require wraparound supports—intensive, highly 
structured supports that require the coordinated efforts of families, educators, and 
community-based health professionals. 


Addressing Professional Standards 


@ Standards addressed in Chapter 15 include: 


CEC Standards: (3) Individual learning differences, (4) instructional strategies, (5) learning 
environments and social interactions, and (7) instructional planning. 
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MyEducationLab 


Go to the topic Classroom/Behavior Management in the MyEducationLab (www 
myeducationlab.com) for Inclusion, where you can: 

¢ Find learning outcomes for Classroom/Behavior Management, along with the 

national standards that connect to these outcomes. 

* Complete Assignments and Activities that can help you more deeply understand 

the chapter content. 

¢ Apply and practice your understanding of the core teaching skills identified in the 

chapter with the Building Teaching Skills and Dispositions learning units. 

¢ Examine challenging situations and cases presented in the IRIS Center Resources. 

* Get practice considering classroom management with our online simulations. 

* Check your comprehension on the content covered in the chapter with the Study 
Plan. Here you will be able to take a chapter quiz, receive feedback on your an- 
swers, and then access Review, Practice, and Enrichment activities to enhance 
your understanding of chapter content. 
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Putting It All Together 


At times, particularly early in your career, you will find the process of managing student behavior 
challenging. You may encounter colleagues who hold flawed views of how best to manage be- 
havior, parents who fail to respond to your well-intentioned efforts to address persistent trou- 
bles, and administrators who fall short in supporting your structured management system. If 
and when these events occur, it is best, of course, if you respond in a professional manner: 


|. Remain patient, keep things in perspective, and be aware of the big picture. Schools are 
a microcosm of society, and you should not take it personally if events do not go as planned. 


2. Practice diplomacy. Consider the perspective of those who you find frustrating, and 
identify the functions of their actions. Try to understand why they believe and act as they 
do, and seek to negotiate win-win resolutions to conflicts. 


3. Remain poised. Your comportment during stressful and frustrating circumstances is a 
reflection of your competence and professionalism. Students look to adults as models of 
desired behavior, and they will learn from your actions. 


4. Reflect on your own actions, and get help when needed. Consider how your own ac- 
tions and belief systems contribute to the development and maintenance of challenging 
situations. Do not be reluctant to ask for help and support from friends and colleagues. 

5. Show your pleasure when helping your students. Educators choose to teach because 
they enjoy it and derive satisfaction in seeing their students overcome challenges and 
grow socially. Recognize when challenges are met, and celebrate when students succeed 
as a result of your efforts. 


Strategy Fact Sheet 


In the remainder of this chapter, we describe eight effective strategies, some of which we re- 
ferred to previously in the chapter, to help you plan effectively to meet the needs of all students. 


EFFECTIVE | TYPE OF STRATEGY/BRIEF 
PRACTICE | DESCRIPTION SPECIAL CONSIDERATIONS 


Strategy 15.1: A universal design behavioral support that communicates Rules and procedures must be taught explicitly as well 
Developing and and defines acceptable behavior and efficient routines as reviewed and practiced throughout the school year, 
Maintaining Rules | associated with success in the classroom. particularly after breaks for holidays and vacations. 
and Procedures 


Strategy 15.2: Sur- 
face Management 
Techniques 







































Surface management requires an awareness of classroom 
activities and events, multitasking skills that increase with 
time and experience. 


Commonsense behavior management methods for minor 
disruptive behaviors; surface management techniques 

overlap with elements of teaching with little disruption to 
the instructional process. 






















For classroom management systems to succeed, it is 
essential that students complying with expectations are 
recognized and reinforced for their efforts. 


A series of teacher-directed events and behaviors that are 
used to promote compliance to behavioral expectations 

and to reduce the frequency and intensity of inappropriate 
behaviors. 


Strategy 15.3: 
Developing 

Consequences and 
Delivering Them 
with Consistency 


Strategy 15.4: 
Defusing 
Confrontations 
and Responding 
to Dangerous 
Behavior 
Strategy 15.5: 
Check-In, Connect, 
and Check-Out 
Systems 
















Some students use the shock value of extreme behaviors 
to intimidate and coerce others. It is important to minimize 
instances of these students attaining desired outcomes 

through such behaviors. 


A series of interpersonal communication techniques that can 
defuse confrontational situations and maintain the safety of 
students and staff. 

























The success of check-in systems depends on the quality 
of adults who coordinate the program. Specifically, 
coordinators need to interact well with students, work 
closely with families, proactively address conflict, and 
believe that positive changes will occur. 









Targeted low-cost interventions that provide students with 
immediate feedback on behavior, supportive relationships 
with school personnel, and increased recognition contingent 
on improvements in appropriate behavior. 
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EFFECTIVE | TYPE OF STRATEGY/BRIEF 
PRACTICE | DESCRIPTION SPECIAL CONSIDERATIONS 


Strategy 15.6: Formal documents that detail the elements of specific, Because contracts require students to wait for a specific 


Behavioral realistic individualized behavior change initiatives. “oayoff,” it is important to gauge how long students can 
Contracts maintain their behavior without tangible reinforcement. 


Strategy 15.7: 
Function-Based 
Thinking, Func- 
tional Behavior 
Assessments, and 
Behavior Interven- 
tion Plans 


Strategy 15.8: 
Direct Teaching 
of Social Skills: 
Social Stories 



































Keep it simple and straightforward: The key element of 
functional thinking is to identify and intervene on factors that 
contribute to a student's inappropriate behaviors. 


A process designed to identify possible linkages between 
student behavior and the events and conditions in classroom 
and school environments; information identified is used to 
develop a behavior intervention plan (BIP). 























Social stories work best when they are implemented along 
with other methods of evidence-based social skill instruction, 
including modeling, role playing, and practice in naturalistic 

settings. 


Written from the student's perspective, social stories 
explicitly highlight a course of action that one could take 
when encountering a challenging social situation. 
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DEVELOPING AND MAINTAINING RULES 
AND PROCEDURES 





Rationale 


Teacher expectations regarding classroom organization and behavior management are com- 
municated most effectively to students through rules and procedures. Rules are explicit defi- 
nitions of acceptable behavior in your classroom; procedures are the routines or series of 
behaviors that students follow in order to complete a task, activity, or operation such as eating 
lunch in the cafeteria or requesting a pass to the lavatory. When introduced correctly, rules 
and procedures prompt, motivate, and guide students to adhere to classroom behavioral 
standards. Moreover, posting, teaching, and reviewing these expectations leads to reductions 
in disruptive behavior and improvements in academic engagement and conflict resolution 
(Capizzi, 2009; Simonsen, Fairbanks, Briesch, Myers, & Sugai, 2008). 


Step-by-Step 


The steps for developing and maintaining rules and pro- 


@ Keep rules and procedures accessible. 
cedures are: 


rT) , ae ¢ Limit the number of rules to five or six, and ensure 
Know local community and school district expecta- that procedures are phrased in a task-analyzed, 
tions regarding the behavior of students. Consider the easy-to-follow sequence of steps. 

community context of your expectations for discipline. * Keep the wording of rules and procedures simple 


Design your classroom rules and procedures to be con- 
gruent with the prevailing legal requirement and school 
board expectations. 


and jargon free. 

¢ Phrase rules and procedures positively rather than 
negatively, focusing on what students should do 
rather than not do. 

* Provide supports for those students who have dif- 
ficulty meeting expectations. 


€ Ga Articulate the specific behaviors and procedures 
associated with success in your classroom. Reconstruct 
these expectations into explicit statements that will en- 
able you and the students to agree about the occurrence 


@ Maintain the potency of rules and procedures. 
or nonoccurrence of the behavioral expectations. 


* Keep rules and procedures posted in areas where stu- 
© Involve students in the development of the rules dents can see them. 

and procedures: ¢ Teach and provide extensive practice with rules and 
procedures during the first week of school. 

* Model desired student responses, and provide booster 
sessions on the rules and procedures at regularly 
scheduled intervals throughout the school year. 

¢ Monitor your own level of consistency in adhering to 
the classroom rules and procedures. 


¢ Solicit input as to the importance of classroom rules 
and how they should be enforced. 

¢ Generate procedural solutions for classroom processes 
that contribute to disruption and disorder. 


Applications and Examples 


To assist in the development of rules, make use of the Rules Development Worksheet (see 
Figure 15.4) (Rosenberg et al., 2006), a format that allows for (1) the articulation of a gen- 
eral case rule, (2) the definition of the rule in your classroom or setting, (3) plans for teach- 
ing the rule, and (4) methods to provide supports for those students who have difficulty 
complying with the rule. We recommend that you use this format to fully develop each of 
your classroom rules. 
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Directions: List the school-wide rules in the first column. Think about what each rule will look like and mean in your 
classroom. Record these points in the second column. Next, list a variety of methods for ‘teaching the rule” to your 
students. Finally, generate a list of possible supports for helping a// students achieve success with the school-wide 
rules in your classroom. 


School-Wide Rule 


The students will be 




























Meaning of the 
Rule in My Class 






Teaching the Rule Available Supports 





















The students will be in their | ¢ Elicit rationale for the rule. | 1. Set up pencil & pen loaner 











prepared. seats at the ringing of the ¢ Role-play “the prepared box. 
bell with books, writing student.” 2. Praise students who are 
tools, drills, and homework. | ° Display “being prepared prepared. 





materials” visually. 3. Provide visual and verbal 
cues to prompt 
preparedness. 











































Pigureria.4 





Rules Development Worksheet 

Note: This figure may be photocopied for noncommercial use only, ©PRO-ED, Inc., 2003. 

Source: Reprinted with permission from M. S. Rosenberg, L. J. O’Shea, & D. J. O'Shea. (2006). Student teacher to master teacher: A practical guide for 
educating students with special needs (4th ed., p. 18). Upper Saddle River, NJ: Merrill/Pearson Education. 


Successful behavior managers also know how to facilitate the completion of daily pro- 
cedural routines such as morning arrival, trips to the rest-room, and transitioning to the 
cafeteria. Consider the following two sample procedures as possible models for use in your 
own classrooms: 


Morning Arrival 


* Students enter building after 8:15. 
* Check schedule: A or B Day. 
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* Go to locker and retrieve supplies. 

* Deposit all hats and personal items in locker. 

/ ® * Ifyou eat breakfast, report directly to cafeteria. 

x * When the warning bell rings, report directly to class. 

* Upon arrival to classroom, complete your morning log. 


CAFE (Care About Food Enjoy lunch) Procedures 


¢ Join the END of ONE line, ONE time. 

¢ Sit in your assigned area. 

* Respect each other's space, feelings, and property. 

¢ Use appropriate language and tone. 

¢ Remain seated until the teacher signals for you to dispose of waste correctly and return 
to class. 








Keep in Mind 
For compliance to rules and procedures to maintain throughout the school year, it is essential 
to teach, practice, and reinforce them with regularity and consistency (Morrissey, Bohanon, 
& Fenning, 2010). It is also important to provide consistent and active supervision regularly, 
as well as structured booster sessions at various times of the year, particularly after holidays 
and vacations. 
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Strategy 15.2 BRU) A ge Sa VAN ANG 7 ail ei By 


TECHNIQUES 





Rationale 


Surface management techniques are commonsense “stop-gap” methods that teachers use in- 
tuitively to deal with relatively minor instances of disruptive behaviors. The strength of these 
techniques is that they overlap elements of the teaching process and can be applied with 
minimal disruption to the instructional process. Although they are not a substitute for a well- 
planned comprehensive management program, they do allow teachers to return students to 
the instructional flow of the classroom with finesse, “with-it-ness,” grace, and, sometimes, 
good humor. 


Step-by-Step and Applications and Examples 


Surface management techniques are best viewed as presenting behaviors. We identify presenting behaviors 
a menu of alternatives in which specific techniques that are typically served by each technique and highlight 
align with the intensity of the behaviors and match the _ how it is best applied. 


TECHNIQUE | BEHAVIORS APPLICATION 


Planned Minor attention-seeking behaviors such as When teachers do not feed in, or reinforce, 
ignoring pencil tapping or making noises. a student's need for immediate gratification, 
minor disruptive behaviors will eventually 

stop. 

























Signal Off-task behaviors such as talking with or Use of nonverbal gestures, eye contact, noise, 
interference annoying peers. or body posture prompts students to redirect 
their inappropriate behaviors. 






















Close physical presence to the student serves 
to deter disruptive behaviors and promotes 
greater task orientation. 


Proximity Minor disruptive behavior such as talking and 
control socializing with others during task-oriented 
activities. 





















Infusing the lesson with a game, personal 
anecdote, story, or even a change in vocal 

tone revitalizes lessons and keeps students 
attending to work. 


Off-task behaviors such as staring out 
windows, resting head on desk, and talking 
to neighbors. 


Changing the 
pace 


















Objects that co-opt student attention are 
removed without incident and returned at an 
appropriate time. 


Disruptive and off-task behaviors associated 
with task-irrelevant objects. 


Removal of 
seductive 
objects 















Interest heightened by teacher noting the 
unique and challenging qualities of the activity 
as well as indicating personal interest in the 
content. 


A student's flagging interest (and 
corresponding inappropriate behavior) 
in activity. 


Interest 
boosting 

























Diplomatic use of humor, mostly the self- 
deprecating type, can preempt confrontational 
and counterproductive situations. 


Tension Tense or anxiety-filled classroom situations. 
decontamination 


through humor 













Safely and nonpunitively removing a student 
from the classroom (e.g., delivering a message 
to the school nurse, running an errand). 


A student who is on the verge of a potentially 
serious, highly disruptive behavioral event. 


Antiseptic 
bouncing 
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Keep in Mind 

Some teachers develop a surface management routine rapidly and can orchestrate the over- ¢ ) 
lapping nature of behavioral prompting, redirection, and interruption-free instruction ~~ 
instinctively, with little apparent forethought. Most teachers, however, require practice in 
this multi-tasking. With experience and time, successful teachers develop the seamless 
awareness of everything that is going on in the classroom, and they are characterized by 
their students as “having eyes in the back of their heads.” 
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W. Morse, & R. Newman (Eds.), Conflict in the classroom: The education of emotionally disturbed children 
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DEVELOPING CONSEQUENCES AND 





DELIVERING THEM WITH CONSISTENCY 


Rationale 





Consequences promote compliance to behavior expectations and reduce the frequency and 
intensity of inappropriate behaviors. Consequences work best when they (1) are clear and 
related to class rules and procedures, (2) possess a range or hierarchy of alternatives, (3) are 
natural and logical for the school environment (4) serve an educative rather than vindictive 
function, (5) are delivered with consistency and care, and (6) maintain students’ dignity. 


Step-by-Step 


The steps for developing consequences and delivering 
them with consistency are: 


@ Develop a system of positive consequences to 
recognize and reinforce appropriate behaviors. 


Generate a menu of desirable products, actions, and 

events that can be integrated into the daily routine of 

the classroom. This menu can include 

¢ Privileges suchas first choice of games, computers, 
and athletic equipment during free time 

* Certificates and awards recognizing periods of ap- 
propriate behavior and initiating positive social 
initiations toward others 

¢ Notes, phone calls, or e-mails home recognizing 
desired changes in behavior 

¢ Ways for students to be a class/teacher helper such 
as tutoring younger students, grading papers, or 
serving as a messenger 

Target the specific behaviors you seek to enhance or 

increase. A good rule of thumb when targeting is to 

ensure that the behaviors are consistent with class 

rules and procedures, overt, and easy to determine if 

they occur (i.e., contain movement). 

Ensure that you deliver points and tokens in a sys- 

tematic and logically appropriate fashion. For some 

students, delivery of points can wait for the end 

of the instructional period; others, because of the 

intensity of the presenting behaviors, require more 

frequent recognition. 

Make sure to record points and tokens easily and 

accurately. Whenever appropriate, allow students 

to manage and keep track of their own points and 

tokens. 

Develop an array of desirable and school-appropriate 

back-up reinforcers. Have several activities or items 

that students can earn in a short period of time; 

highly regarded, larger items or events should require 

savings over time. 


* Consider a response—cost system, a method for de- 
ducting points if students engage in intensive disrup- 
tive and aggressive behaviors. 


@ Develop a hierarchy of negative consequences that 
provide a range of options to decrease rates of inappro- 
priate behavior. 


* Consider the use of least intrusive generic conse- 
quences that do not interrupt the flow of classroom 
activities. These include surface management tech- 
niques, indirect class reminders and restatement 
of the rules and procedures, and directed verbal 
reminders of expectations. 

¢ Use, when necessary, more intensive directed conse- 
quences: 
¢ Student “quiet time” to calm down 
¢ Teacher-directed time-out 
¢ Reflection time in class or other classroom 

¢ Refer students to the appropriate administrator for 
behaviors such as fighting and bullying; contact par- 
ents for design of a coordinated action plan. 


& Initiate a self-check system that promotes delivery 
of consequences with respect and consistency: 


* Stay close to the student and make direct eye contact, 
using a soft voice. Do not embarrass the student in 
front of peers. Always implement the consequence, 
and do not accept excuses or bargaining. 

¢ Monitor your delivery of consequences, making sure 
that you maintain consistency. Remain calm, profes- 
sional, and fair to all students in the classroom (not 
inadvertently picking on a few who act out). 

¢ Avoid power struggles with confrontational students: 
* Knowing how power struggles develop and entrap 

(Curwin & Mendler, 1999) 
¢ Being firm and anger free rather than defensive 
* Not giving in to coercion, whining, or emotionality 
* Having private discussion with the student about 
her frustrations and alternatives to her behavior 
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Applications and Examples 


Some teachers remain concerned that giving students rewards for appropriate behavior can € 
be seen as “bribery.” Consider using positive reinforcers that are natural to the school and © 
classroom environment. Rhode, Jenson, and Reavis (1993) provide several suggestions in 
their classic resource, The Tough Kid Book. Here is a listing of several of the natural reinforcers: 


* Being line leader, team captain, or paper monitor 

* Helping the custodian, feeding the fish and other class pets, or serving as class messenger 
¢ Tutoring younger students 

* First choice of activity, art supplies, or PE equipment 

¢ Free time with specific activities, favorite peers, or adults 

¢ Lunch with principal or related service personnel 













Keep in Mind 
The delivery of consequences for enhancing rule compliance and decreasing instances of 
noncompliance is at the heart of successful behavior management. Unfortunately, many 
teachers deliver negative consequences far more frequently than positive recognitions. For 
discipline systems to be effective, it is essential to maintain a focus on positive behaviors; stu- 
dents who are doing the right things need to be recognized and reinforced. When delivering 
consequences to reduce inappropriate behaviors, it is critical to maintain an educative and 
professional manner instead of presenting an angry, menacing, and vindictive demeanor. At- 
tend to your feelings when you are managing student behavior, and recognize that it is your 
professional responsibility to keep frustration and anger in check. Treats, yelling, and mak- 
ing demands when students are upset and agitated will not work, and may actually serve to 
escalate problem student behavior. 
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DEFUSING CONFRONTATIONS AND 
RESPONDING TO DANGEROUS 






5) mt a ANVA LO) 51 


Rationale 


Consider this strategy: “An ounce of prevention is worth a pound of cure.” It is unlikely that 
you will have to deal with aggressive confrontational behaviors that threaten the safety of stu- 
dents and staff in your classroom. However, you should be aware of interpersonal communi- 
cation techniques that can defuse some situations and of rapidly implemented procedures that 
maintain the safety of students and staff. Rather than fear these unfortunate circumstances, 
it is best to view them as manageable challenges and part of a complex process of assisting 
students in need and crisis. This type of mind-set is a prime example of a positive approach 
to the resolution of behavioral flare-ups. It allows students in vulnerable situations to get the 
help and support they need, as others in the immediate environment are kept safe and secure. 


Step-by-Step 


& Be aware of atypical signs of agitation. 


¢ Signs of agitation can include distractible behaviors 
such as darting eyes, nonconversational! language, 
out-of-context outbursts, and intermittent starting 
and stopping several activities. 

* Other signs include significant decreases in academic 


“ and social behaviors such as staring into space, with- 


q 


drawal from typical peer groups and activities, and 
lack of eye contact. 


25 Attempt to defuse the confrontational or dangerous 
behavior: 


¢* Communicate your support and concern for the 
student by remaining calm and acknowledging the 
critical nature of the situation. 

¢ Minimize chances of escalating the situation. Lower 
your voice, slow your rate of speech, adjust your 
body stance, keep your arms at your side and avoid 
face-to-face positioning, and do not back the student 
into a corner (figuratively or literally). 

e Allow the student to vent, but redirect the student 
to focus on the current situation; do not respond to 
irrelevant comments. 

* Provide the student with choices (and limits) for 
resolution of the situation. Remind the student 
that the choices have corresponding and varying 
consequences. 


© Take charge of your own emotions. 


¢ Respond but do not react to the student’ verbaliza- 
tions and behaviors. 


Deal in the moment, yet be aware of the importance 
of maintaining the relationship. 
Release your emotions at the end of the situation. 


& If the student escalates into physically violent or 
dangerous behaviors, engage in preplanned safety 
procedures. 


Signal a “room-clear,” removing all other students 
from the immediate environment to a predetermined 
location with adequate supervision. 

Remove, or clear, the audience from the emotional 
event, thereby reducing the emotional intensity of 
the situation and the reinforcing properties of the 
behavioral event. 

Get assistance: Contact the school crisis support team 
(or designated individual) immediately to provide 
emergency physical restraint (only when deemed 
necessary) and crisis intervention procedures. 


(5) After the event, complete all necessary follow-up 
procedures. 


Maintain a running record of the event and any 
relevant antecedent and/or consequent actions. 
Notify parents or guardians of the event, and involve 
them in problem solving and intervention planning. 
Plan instructional efforts to teach the student alterna- 
tives to the problem behavior. 
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Applications and Examples 


Defusing confrontations and managing physically aggressive behaviors involves minimi- ge 
zation or avoidance of certain behaviors and verbalizations. To identify those actions that e 
should be avoided, Albert (2003) surveyed teachers to determine actions that failed to work 

and even made things worse. Consider this list as behaviors to avoid when seeking to defuse 
confrontational situations. 


Behaviors to Avoid 


¢ Raising voice, preaching, and insisting on the last word 

¢ Tense body language 

¢ Sarcasm and degrading or embarrassing put-downs 

* Questioning student’ character 

¢ Acting superior, and insisting on being correct 

¢ Drawing unrelated persons into the conflict 

¢ Backing the student into a corner 

¢ Pleading, nagging, or bribing 

¢ Bringing up unrelated events 

* Commanding, demanding, and/or dominating communication style 









Keep in Mind 
Aggressive and confrontational student behaviors are frightening, and, although infrequent, 
teachers unfortunately must be aware of how to manage them. Some students have learned 
to use the shock value of extreme behaviors to intimidate and coerce others. These inap- 
propriate behaviors are reinforced when peers and adults acquiesce to aggressive students’ 
demands. The chain of aggression and intimidation can be broken when students learn that 
they cannot get desired outcomes through threatening and confrontational behavior. 
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SYSTEMS 





Rationale 


Check-in, connect, and check-out systems, sometimes referred to as behavior education pro- 
grams, are targeted interventions for students who do not respond to typical classroom be- 
havior management approaches. These low-cost prevention approaches provide additional 
supports in the form of more immediate feedback on behavior, sustained positive relation- 
ships with school personnel, and increased positive attention contingent on positive behavior 
change. A number of research efforts have found that the system is an easily administered, 
cost-effective means of reducing the frequency of problem behaviors, particularly those 
that are initiated and maintained by peer and adult attention (e.g., Cheney, Stage, Hawken, 
Lynass, Mielenz, & Waugh, 2009; Lehr, Sinclair, @ Christenson, 2004). 


Step-by-Step 


as Before the start of each school day, students identi- 
fied as being in need of specialized behavior supports 
check in with a coordinator or monitor. 


¢ The coordinator/monitor, a paraprofessional or trained 
volunteer, must have the flexibility to check students 
in and out of school (committing to approximately 
10 hours per week). 

¢ Successful coordinators/monitors interact well with 
students and believe they can succeed; work closely 
with families and other teachers; negotiate, compro- 
mise, and proactively address conflict; and apply 
solid organizational and recording skills. 


Q During check-in, the coordinator or monitor: 


¢ Ensures students are prepared for the school day 
(e.g., necessary materials and completed homework 
assignments). 

¢ Reviews the student’ individualized daily progress 
feedback (DPF) form, an easy-to-complete feedback 
mechanism that allows teachers and other school 
personnel to connect with students, prompt target 
behaviors, and rate student performance (see a sam- 
ple on the next page). 


Applications and Examples 


Dispatches students to class with good cheer, posi- 
tive statements, and high expectations for meeting 
the day’s goals. 


& Throughout the day, teachers and other school staff: 


Greet students and prompt appropriate behavior. 
Provide directed verbal feedback regarding behavioral 
goals. 

Complete the DPF form at natural transitions (e.g., 
hourly, end of instructional period, after lunch). 


4 | At the end of the day, the coordinator or monitor: 


Computes student points and provides performance 
feedback. 

Gives students a copy of the DPF form for parents to 
review and sign. 

Enters student data into a database for weekly and 
monthly performance reviews. 

Considers if the student needs additional supports if 
goals are not being met. 


A sample DPF form is provided here. Note how the teacher, paraeducators, and related- 
service provider have the opportunity to provide feedback on the identified goals throughout 


the school day. 
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Sample DPF Form Skeet Ulrich’s Daily Progess Feedback Form 


GOAL 1: USING GOAL 3: RAISING 
APPROPRIATE GOAL 2: KEEPING HAND AND BEING 
LANGUAGE IN 

PERIOD 


Arrival/Morning 
Activities 8:10-8:30 


Reading Group and 
Follow-Up Activities 
8:30-9:45 


Written Language 
9:50-11:00 


Speech/PE 
11:05-11:45 


Lunch 

11:50-12:30 

Math 

12:35-1:35 
SS/Science/Activity 
Time 1:40-2:45 
End-of-Day 
Activities 2:50-3:10 













Keep in Mind " 
Teachers often use check-in, connect, and check-out systems in conjunction with token and * 
point systems. It is therefore essential that teachers plan programs with “fading” in mind. 
Teachers should view the fading of specialized supports as celebratory and should recog- 
nize appropriate behavior maintenance recognized through school and classroom events. For 
students who do not respond to these programs, teachers often need to conduct an in-depth 
functional behavioral assessment in order to supplement or adapt intervention procedures. 
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Rationale 


Behavioral contracts are formal, tangible documents that clearly specify the specific elements 
of an individualized behavior change program. They are advantageous because they allow 
students to work at their own pace and, most importantly, remain involved in the planning 
and ongoing monitoring of interventions. Well-planned behavioral contracts also guide stu- 
dents in realistic goal setting and help those who lack motivation to attain fair, reasonable, 
and worthwhile benchmarks. 


Step-by-Step 


Ge Meet with the student to discuss the need for the & Negotiate contract reinforcers. 


contract and the advantages of mutual negotiation. ¢ Identify privileges that the student would like to 


attain. 
¢ Negotiate a point sy stem in which cumulative in- 


Gs Define the specific behaviors required of the 


student. ; 
. bf stances of appropriate behavior lead to the reinforcer. 
* State in positive, observable, and measurable terms ¢ Consider adding in bonus clauses for exceptionally 
all elements of the expected behaviors. high rates of compliance to contract criteria. 


e Articulate contract criteria such as starting and end- 
ing dates as well as daily time periods and locations @ Formalize the contract and monitor data. 


in which contract provisions will be enforced. * Put all negotiated elements in writing. 
¢ Ensure that student goals are reasonable and attain- * Develop a plan to monitor how the contract is 
@ able and, if necessary, open to renegotiation. working. 
* Consider including a bonus clause for students * Sign the document. 
who “overachieve” and/or a penalty clause for those * Share the contract with parents and school 
who fail to meet the contracts conditions in a timely ACiiniciratore! 
fashion. 


Applications and Examples 


A sample generic behavioral contract follows. Note that the contract (1) is stated in positive 
terms, (2) promotes success through modest gradations of behavior change, (3) provides 
frequent and predictable reinforcement, and (4) reflects that the conditions were developed 
through negotiations between the teacher and student. 










Keep in Mind 
Because contracts work on a “delayed-payoff” system, you will need to gauge how long stu- 
dents are willing to go without reinforcement. Students having to wait too long often dooms 
well-developed contracts. Also, during the negotiation phase, students are likely to overes- 
timate what they can accomplish during the contract period. It is often necessary to review 
the behavioral criteria expected of students to ensure that modest degrees of success can be 
attained. Finally, like many behavioral techniques, contracts may take some time to “kick in.” 
Some students will test the system and will need time to trust that the adults are truly inter- 
ested in helping them succeed rather than just developing another technique for highlighting 
their shortcomings. 
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.G 


INTERVENTION PLANS 


Rationale 


Function-based thinking (FBT) is designed to serve the needs of students who are not responding 
to universal interventions but whose behaviors have not yet evolved to the point of requiring 
intensive intervention. When faced with students who repeatedly misbehave and fail to respond 
to typical management structures, teachers use FBT to consider the function of the present- 
ing behavior and plan a classroom-based intervention accordingly. The goal is to identify pos- 
sible linkages between student behavior and events/conditions in the immediate environment. 
Functional-based thinking is not designed as a replacement for functional behavior assessments 
(FBAs); it is a less intrusive and user-friendly examination of how a student’s behavior problem 
may be caused and sustained by classroom events (Hershfeldt, Rosenberg, & Bradshaw, 2010; 
Park, 2007). Although similar in approach, FBAs are more powerful problem-solving processes 
that teachers use when students do not respond to FBT-based generic interventions. Often, FBAs 
require a team of professionals to collaborate in observation and data analysis. The outcome of 
the FBA process is the development of a behavior intervention plan (BIP) that focuses on the 
simultaneous strengthening and reduction of target behaviors identified by the FBA. 


Step-by-Step 


Si ab Engage in functional-based thinking by using the 
ERASE strategy to understand the relationship between 
presenting problem behavior and the school/classroom 
environment (Park, 2007; Scott et al., 2010). 


¢ Explain the presenting problem behavior by identifying 
it and specifying events that occur before and after it. 

¢ Reason: Hypothesize what the student may be gain- 
ing or avoiding by the problem behavior. Specifically chronic and a threat to others, and whether the be- 
consider antecedents to the behavior and the out- havior may be a function of a cultural difference. 
comes of the behavior. This leads to identification of * Step 2: Refine the definition of the problem behavior. 
possible functions (e.g., attention, avoidance, etc.) of Enhance your knowledge of the behavior by not- 
the behavior. ing (1) when and where the behavior occurs; (2) the 

¢ Appropriate: Identify the appropriate behaviors that conditions (e.g., certain students present or during 


a five-step process (Center for Effective Collaboration 
and Practice, 1998; McConnell, Hilvitz, @ Cox, 1998; 
Rosenberg et al., 2008; Ryan, Halsey, @ Matthews, 2003; 
Shippen, Simpson, & Crites, 2003): 


¢ Step 1: Describe and assess the significance of the 
behavior. Consider how much the student’ behav- 
ior differs from that of his classmates, whether it is 


will take the place of the problem behavior. Ensure 
that the desired behaviors to be taught and/or rein- 
forced serve the same function as the problem behav- 
ior but are suitable for the classroom environment. 
Support: Identify the instructional accommodations, 
behavioral interventions, and implementation sup- 
ports necessary to prompt and sustain the develop- 
ing appropriate behavior. 

Evaluate: Define criteria for success, and evaluate the 
success of your efforts. 


ry #) For more intensive behavioral problems and 
those behaviors that remain unresponsive to generic 
targeted interventions, conduct a functional behavior 
assessment. Effective FBAs can be conducted through 


large-group instruction) in which the behavior oc- 
curs; (3) activities that occur both before and after the 
behavior; and (4) common setting events—situations 
or contexts that can influence behavioral events (e.g., 
when late to school, after missing breakfast). 

Step 3: Collect and analyze information on the environ- 
ment, setting demands, and possible functions of the prob- 
lem behavior. Employ multiple methods to collect 
information on the behavior and the student. Useful 
artifacts include archival records, evidence of academic 
work, interviews with parents and relevant school 
personnel, descriptions of instructional and social en- 
vironments, and direct observations. Characterize the 
behavior of interest by function or whether the prob- 
lem is a skill deficit (not knowing how to behave) or a 
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performance deficit (knowing how to behave but not 
performing it under specific conditions). 

Step 4: Generate a hypothesis statement and plan for in- 
tervention. Develop a concise summary of informa- 
tion, focusing on factors surrounding the students 
behavior, including both the antecedents and con- 
sequences. The hypothesis—a best guess as to why 
the behavior is occurring—guides the development 
of the intervention. 

Step 5: Develop, implement, and evaluate the interven- 
tion plan. Develop an intervention plan that includes 
positive behavior-change strategies, program modifi- 
cations, and behavior supports necessary to address 
the problem behavior. Implement the plan with 
fidelity, and collect data consistently on the targeted 
behavior in order to evaluate the efficacy of your 
intervention plan. 


& Develop behavior intervention plans that simul- 
taneously strengthen and reduce targeted behaviors 
through the application of behavioral techniques, self- 
management and self-control, and student indepen- 
dence. As suggested by Gable and colleagues (2001), 
plans should include activities that: 


Teach acceptable replacement behaviors that serve a 
similar function as the inappropriate behavior. 
Teach students to cope with typical and difficult-to- 
alter settings or events such as the physical arrange- 
ment of the classroom, scheduling, and classmates. 
Replace antecedents that may prompt the occurrence 
of the problem behavior with events that set the oc- 
casion for appropriate behaviors. 

Employ positive consequences that reinforce desired 
behaviors. 


Applications and Examples 


Albert (2003) provides a useful framework for understanding the functions or goals of student 
misbehavior. Students often choose to misbehave in order to get attention, exercise power, 
obtain revenge, or avoid failure. In Table 15.4, we define these functions of misbehavior and 
indicate how knowledge of these goals is the first step in designing successful interventions. 
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Active Characteristics 


Passive Characteristics 


slowest speeds. 
Students’ Legitimate Needs Positive recognition. 


Silver Lining 


Active Characteristics 


mates, or both. 


Passive Characteristics 


Students’ Legitimate Needs Safety and security. 


Silver Lining 


Student does all kinds of behaviors 
that distract teacher and classmates. 


Student exhibits one-pea-at-a-time 
behavior, operates on slow, slower, 


Student wants a relationship with the 
teacher (and classmates). 


Physical and psychological attacks: 
Student is hurtful to teacher, class- 


Student is sullen and withdrawn, 
refusing overtures of friendship. 


Student shows a spark of life by try- 
ing to protect self from further hurt. 


Temper tantrums and verbal tantrums: 
Student is disruptive and confrontive. 






















Quiet noncompliance: Student does his 
or her own thing, yet often is pleasant and 
even agreeable. 


Personal autonomy. 


Student exhibits leadership potential, 
assertiveness, and independent thinking. 
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Frustration tantrum: Student loses control 
when pressure to succeed becomes too 
intense. 


Student procrastinates, fails to complete 
projects, develops temporary incapacity, 
or assumes behaviors that resemble a 
learning disability. 


Success. 


Student may want to succeed if [he 

or she] can be assured of not making 
mistakes and of achieving some status. 
For some severely discouraged students, 
there is no silver lining. 


Source: Reprinted with permission from L. Al Bert (2003), ae ive Sealine A ne s ni bok aes 118-179), Circle Pines, MN: AGS Gs BUbEEEne | 
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Keep in Mind 

As you approach the FBT, FBA, and BIP processes, don’t be overwhelmed by the variety of 
methods and the host of instruments, tools, and techniques used to obtain critical informa- 
tion. If you experience any confusion, remember that, regardless of the professional jargon 
employed, the key element in the process is simply identifying factors that may contribute to a 
student’s misbehavior. Once identified, you can develop a realistic positive intervention plan 
that includes program modifications, direct instruction, behavior-change strategies, and be- 
havioral supports needed to sustain desired changes in behavior. 
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DIRECT TEACHING OF SOCIAL SKILLS: 
SOCIAL STORIES 





Rationale 


Social stories are short, simple narratives written from the perspective of the student. They 
explicitly highlight a course of action for students to take when they encounter challeng- 
ing social situations. Generally, the stories comprise concrete, developmentally appropriate 
cues, thoughts, and responses typical of targeted social situations, using six specific types of 
statements: 


* Descriptions: Information centering on contextual factors such as the setting, required 
actions, and participants 

* Directives: Descriptions of desired actions in response to social cues or specific situations 

¢ Perspectives: Descriptions of the feelings and reactions of others in the social situation 

¢ Affirmations: Statements that reassure the student by reinforcing the desired action 

* Control statements: Words that assist the student to recall important information 

* Cooperative statements: Descriptions of how assistance will be provided. 


Teachers use social stories to teach a range of social behaviors, including sportsman- 
ship, appropriate greeting behaviors, reducing talking out during lessons, and minimizing 
frustration during homework time. 


Step-by-Step 


& Write the social story. 


¢ Assess behaviors needed by students for success in ° 
the classroom, including getting along with others, ° 


@ Identify the target behaviors in need of intervention. 


Create the story from the perspective of the student. 
Emphasize the behavioral steps needed to address 


controlling anger, following directions, responding 
to others, requests, and using free time appropriately. 
Consult family members to assist in prioritizing so- 
cial behavior needs. 


the presenting social situation. 

Consider the comprehension level of the student and 
include descriptions, directives, perspectives, affirma- 
tions, control sentences, and cooperative sentences. 


¢ Ensure that the emphasis of the story is on descrip- 
tion rather than direction. 

Consider integrating social networking environ- 
ments into the training (e.g., Morgan, 2010). 

¢ Use visuals whenever possible. 


OF Identify the key features of the problematic social 
situation. e 


¢ Identify where the situation occurs, who is involved, 
and what occurs, as well as how it starts and ends. 

¢ Survey teachers and relevant service providers to as- 
certain what is prompting and maintaining the prob- 
lem behaviors. 

e Interview the student regarding her views of the 
situation. 


4) Evaluate the effectiveness of the social story. 


* Have the student respond to questions about what 
she will do the next time the situation occurs. 

¢ Monitor the students behavior in natural social 
situations. 


Applications and Examples 


Following is a sample social story adapted from Toplis and Hadwin (2006) to teach appropri- 
ate lunchtime behaviors. Note that elements of the story are more descriptive and affirmative 
than directive. 


Sample Social Story: Things to Do at Lunchtime 

The buzzer for lunch goes at ten past twelve. It rings three times. (Descriptive) 

That means we go to our seats and sit down. (Descriptive) 

When everyone at my table is sitting, our teacher tells us to go. We can wash our hands 
in the sink at the back of the room if we have been doing messy stuff. (Descriptive) 
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The locker area is busy with lots of children. We get our lunch boxes there. (Descriptive) 
Some children are talking to each other. (Descriptive) 


I try to walk past them and into the dining room. Sometimes I say “excuse me” and wait @ 


for them to move. (Directive) 

I sit at table number three by the door. (Descriptive) 

Eating lunch is good. (Affirmative) 

Then it is time for play. Playtime is a good time to spread out and get rid of my energy 
that builds up when I am sitting. (Descriptive and Affirmative) 

In the playground, many children run and shout. They are loud because they are having 
fun. (Descriptive and Perspective) 


Keep in Mind 

Smaller-scale evaluations of social story interventions have been generally positive, and the 
popularity of the technique among teachers is growing (e.g., Sansoti et al., 2004; Toplis & 
Hadwin, 2006). However, several recent research efforts (e.g., Chan et al., 2011; Reynhout 
& Carter, 2011) have raised questions regarding the immediate effect of the intervention 
on student behavior and, more important, how well modest outcomes generalize to other 
settings and maintain over time. Consequently, consider this caution: Social stories should 
not be the only social-skills intervention introduced to students. Teachers should implement 
social stories only in tandem with other evidence-based instructional practices (Sansoti 
etaly) 2004): 
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KEY TOPICS 


After reading this chapter you will: 


° Be familiar with educational technol- 
ogy and assistive technology that can 
help students with disabilities learn in 
the general education classroom. 


Know the principles and practices that 
support effective use of educational 
technology and assistive technology. 


Understand the principles of universal 
design for learning (UDL). 


Possess a series of guided, step-by- 
step interventions and practices to 
help you use educational or assistive 
technology effectively with students 
with disabilities. 
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A VIEW FROM AN ASSISTIVE TECHNOLOGY 
SPECIALIST 


Allison McMahon Explains How AT Facilitates Inclusion 


Allison McMahon is the assistive technology (AT) resource teacher for Cecil County, Maryland, 
the home county of Gilpin Manor Elementary School. She started her career as an adaptive physi- 
cal education teacher, but in the 1990s she attended several workshops on assistive technology 
and, in her words, she “was hooked.” As the assistive technology resource teacher for the county, 
Allison works with students with disabilities who might benefit from AT devices and services. 

Because Cecil County is committed to inclusion, Allison sees a big part of her job as find- 
ing ways to use assistive technology devices so that students can have better access to the 
general curriculum. How does AT facilitate inclusion? “Well,” Allison says, “| believe that with 
kids in general education classrooms, | think that the use of assistive technology facilitates 
access to the curriculum. | mean, its basically what my job is—to help kids access the curriculum 
through the use of AT—to try to close the gap. Or for some kids, to modify the curriculum so that 
they're still following the curriculum but it's at an appropriate level for them. We try to modify 
the materials so that teachers can use them.” Allison points out that many assistive technology 
. devices enable students to be more involved in learning. For example, “If they have Kurzweil or 
rc) Victor Reader to use to have text read aloud. . . that builds independence and [the students] don’t 
have to have a person sitting next to them.” 

Providing students with effective AT devices and services requires a carefully planned pro- 
cess. Allison explained this process: “With assistive technology, we try to follow a protocol so 
if a teacher has a student who she feels would benefit from assistive technology, she fills out a 
consultation request form. Either the teacher fills it out and sends it to me or the special education 
building coordinator at the school will send it to me. Sometimes It’s generated right at the IEP 
meeting by the IEP team. The team lists what assistive technology the student Is currently using 
and what assistive technology might benefit the student, whether it be for written expression, 
communication, or whatever. And that kind of gives me a background of the student and | can 
follow up from there and go make observations and spend time with the student.” 

There are many different types of assistive technology devices and Allison collaborates with 
teachers and other professionals to find the best fit for each student. “When we're working with 
students, we try to use a team approach whenever possible. . . . If it's a written expression issue, 
the teacher and the occupational specialist and myself might get together and talk about that 
student. Or if it’s a communication issue, the speech pathologist and [I] will meet.” 
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MyEducationLab 


Visit the MyEducationLab 
for Inclusion to enhance 
your understanding 

of chapter concepts 

with a personalized 
Study Plan. You'll also 
have the opportunity 

to hone your teaching 
skills through video and 
case-based Assignments 
and Activities, Building 
Teaching Skills and 
Disposition lessons, and 
IRIS Case Studies. 









Technology makes life more convenient. 


Pause & Reflect 


What type of technology devices do you and your friends 
use? Do these devices and the connections they allow 
make your communication and learning easier? How 
would your student and social life be different without 
them? How would you survive? 
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The value of Allison’s work with her team members recently was realized when Ryley, a little 
boy with autism spectrum disorders (previously introduced in Chapter 8) began using an iPod with 
a communication application called Proloquo2Go. His progress on the device was so fast that 
his mother was overwhelmed. Allison described the mom's reaction: “It’s pretty amazing when 
somebody's mother, and I'd never met Ryley’s mom, . . . [came up to me] at a parent resource 
fair, and she [was] crying and gave me a hug. You know, it was just—I mean, that’s the kind of 
stuff that just makes you feel that what you're doing is so important. So, yeah, Ryley is a huge 
success story.” 


Introduction 


The use of technology to help students learn to communicate, or have more success in 
their academic work, or for various other reasons, can be powerful, as Allison McMahon 
described. But this may not be much of a surprise to most people because today’s world has 
simply become saturated with technology. We would guess that it’s probably hard for many 
young adults today to remember a time without all the convenience brought to us by mod- 
ern technology: We talk and text on our cell phones to friends and family between classes, 
watch Web-based presentations while sitting in the student union, listen to our iPods while 
exercising, and use our laptops or iPads to buy e-tickets for a trip to a sunny place for spring 
break. We play electronic games with our fingers while sitting down and do arithmetic 
problems with calculators on our cell phones. MapQuest and the GPS on our dashboards 
mean never having to ask for directions again; but these will soon be outdated because our 
smart phones will have the apps we need to show us where we are and how to get to where 
we are going. People who previously earned a living typing term papers have mostly gone 
out of business, and if we don’t have time to read, there are plenty of audio books that we 
can download and listen to while driving home. 

New personal technology devices are appearing 
faster than we can learn how to use the ones we have, 
and the Internet puts just about every kind of informa- 
tion only a few mouse clicks away. Because technology 
makes so many tasks so much easier and faster, because 
we can do things sooner rather than later, and because 
so much of our work and play is of a higher quality, 
we readily pursue the benefits technology provides. In 
a recent study of college students, Kvavik (2011) found 
that more than 93% of the students owned a computer, 
all students accessed the Internet, and almost all used applica- 
tions primarily for education and communication. 

Given the ubiquity of technology and the roles it plays 
in people's lives, it cannot be surprising that technology can 
also fill an important role in the lives and learning of public 
school students, especially those with special needs. For many 
of these students, technology can provide a shortcut to learn- 
ing and participation that otherwise would be even more chal- 
lenging without it. 


Educational Technology 
and Assistive Technology 


Because of the rapid growth of technology, we under- 
stand that in a book on inclusion, a chapter devoted spe- 
cifically to this topic is essential. Although various chapters 
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in the book have alluded to different technology programs, we believe that separate 
treatment of the topic will help teachers realize the powerful tools that are emerging to help 
students with special needs be more successful learners. As you begin or continue your 
work as a teacher, we want you to be supportive of students in your classroom who have 
disabilities or exhibit special learning needs. We want these students, like others, to succeed 
in both the classroom and throughout the school. Whether you are trying to help a student 
develop basic literacy or math skills, write a daily journal, create a report, or navigate a 
wheelchair through your classroom, technology can help you and your students be more 
successful. 

Educational technology is a term used for technology that is used in general educational 
systems for all students, including students with disabilities. On the other hand, assistive 
technology devices are specifically designed devices that meet unique needs of students 
with disabilities (i.e., those who have met the eligibility criteria for special education services 
under IDEA). Students who use assistive technology devices, and often their teachers and 
parents, are also provided assistive technology services to help them use the devices correctly 
and effectively. 

In this section, we will examine some types of educational technology and assistive 
technology devices. Then, in the next section, we will discuss principles for using these 
technologies effectively and also discuss the principles of universal design for learning 
(UDL), an approach to designing instructional materials, usually using technology, so that 
more students may have access to them. 


Types of Educational Technology 


There is a wide selection of educational technology tools that may assist teachers in the 
classroom. The following types are commonly used in schools and classrooms and will often 
be helpful to students with special needs. 


interactive Whiteboards (Smart Boards) 
One of the more popular teaching tools used in schools today is the interactive whiteboard, 
the most common of which is the Smart Board (http://smarttech.com/smartboard). Smart 
Boards are particularly useful because, unlike individual computers or other devices (Pods 
or iPads), teachers can use them to work with groups of students because of the large screen. 
They let teachers project digital material from their computers (including from the Internet, 
PowerPoints, or documents) onto the whiteboard and allow teachers and students to write 
or draw on the board to add to the projected material, to highlight it, to emphasize certain 
points, or to change it. The Smart Board tends to easily gain students’ attention and then lets 
the teacher make important points. Students 
can also “write” on the Smart Board to show 
an answer or demonstrate that they under- 
stand something. Smart Boards can be used 
in a variety of curriculum areas. 


Drill-and-Practice Software 

Unlike the Smart Board, most educational 
applications are delivered through indi- 
vidual computers. Drill-and-practice soft- 
ware is presented this way and provides eae Bane 
individual learners with the opportu-  ~ “ 
nity to increase instructional time work- Se ls ae 
ing on specific academic skills such as ans Nar 
computing arithmetic answers, solving 8 6te 
math word problems, or learning letter- ! 
sound correspondence. These  applica- — & 

tions often use interesting formats to keep Smart Boards can increase student collaboration and engagement. 
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students’ attention, present instructional items sequentially, and provide feedback either by 
telling the student the response is correct or by giving the student an opportunity to correct 
an incorrect response. Students may stop the program at any point and resume where they 
left off at their next session. Instructional games are similar to drill-and-practice software, 
except they have game formats and rules and allow students to compete with themselves 
or each other. 


Integrated Learning Systems 

Integrated learning systems are more comprehensive instructional programs that educators 
may network throughout a school or school district. They are intended to incorporate in- 
struction for an entire range of objectives tied to national, state, or district standards. Accord- 
ing to Bitter and Legacy (2008), these systems are “generally intended to stand alone as a sole 
source of instruction” (p. 179). The material is presented in a linear format, and as with drill- 
and-practice software, the student may proceed at his or her own pace. The system manages 
data on student performance, and reports can be generated for teachers, schools, or school 
districts to monitor the progress of students. Although integrated learning systems software 
purports to offer complete instruction, most students, especially those with special needs, 
will need support from teachers in order to achieve academic success. 


Reading and Math Programs 

Students with disabilities and special needs in regular classrooms, as well as some other 
students, will often need more intense instruction in two areas: reading and math. A number 
of commercially available, technology-based or technology-enhanced programs can help 
teachers in these areas. These programs usually cover several grades, are sequentially pre- 
sented, and allow the student to progress at his or her own pace. Most of them also assess 
the student’s progress through the program. Although we cannot tell you about all such 
programs, Figure 16.1 provides some examples of popular commercial technology products 
for teaching reading and math skills. 


Types of Assistive Technology Devices 


Whereas the purpose of educational technology is to provide teachers with tools to help stu- 
dents learn or improve academic knowledge and skills, the purpose of assistive technology 
is to help students who lack specific skills or abilities engage in activities that they otherwise 
could not do or could not do very well. For example, a student who cannot read may listen 
to an audio book; someone who can’t speak could use an augmentative or alternative com- 
munication (AAC) device; and a student who has poor writing skills could use word pro- 
cessing to write an essay. As you can certainly imagine, assistive technology and educational 
technology often overlap. For example, word processing software can be considered assistive 
technology because it helps improve written output for a student with writing difficulties, 
but it might also help the student learn how to spell or use better grammar and thus be 
considered educational technology. 

According to IDEA 2004, an AT device is “any item, piece of equipment, or product 
system, whether acquired commercially off the shelf, modified, or customized, that is 
used to increase, maintain, or improve functional capabilities of a child with a disabil- 
ity” (excluding “a medical device that is surgically implanted, or the replacement of such 
device”) IDEA 2004, Section 602). Additionally, the law does not simply recognize the 
importance of AT devices but also the critical need for providing AT services that are 
discussed later. 

Thousands of AT devices are available, far too many to completely list, so the selection 
of the type of device a student may need, or a specific AT device, can be challenging. One 
way to determine the sort of device that would be useful is to consider different learning 
needs of a student and then think of the type of AT device that might be useful (Best, Reed, 
& Bigge, 2005; Wisconsin Assistive Technology Initiative, 2004). In the following sections, 
we discuss the types of AT devices available and how they help meet students’ needs. 
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_ Commercially Available Educational Software for 
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Reading and Math Programs and Purposes 


Destination Reading Four courses cover emergent literacy, phonemic awareness, 
Series by Riverdeep | fluency, comprehension, and vocabulary. For grades pre-K-8. 


Waterford Early Systematic and explicit instruction in phonemic awareness, pho- 

Reading Program by | nics, text comprehension, vocabulary, print concepts, readiness 

Waterford skills, writing, and oral fluency provide a comprehensive foundation 
for reading. For grades pre-K-2. 


PLATO Elementary An online language arts curriculum for elementary students develops 
Language Arts by skills in reading, writing, speaking, and listening. For grades K-6. 
PLATO Learning 


Academy of Read- An online reading program helps students who are at risk and 
ing by School English language learners achieve rapid, permanent gains in 
Specialty reading. For grades 2-12. 


Leap Track Reading | Multisensory instruction, direct instruction, and high-interest 
Pro by Leap Frog nonfiction text develop reading comprehension, word knowledge, 
School and vocabulary skills. For grades 3-8. 





READ 180—Next Individualized instruction is provided in areas of phonemic and 
Generation by phonological awareness, fluency, vocabulary, comprehension, 
Scholastic spelling, and writing. For elementary—high school. 


Achieve Now Math- Over 2,100 hours of instruction are provided in math skills with over 
ematics by PLATO 1,000 learning objectives. For grades K-6. 
Learning 


iPass by iLearn A fully automated, Web-based math curriculum and instruction 
system provides individualized instruction to meet the identified 
needs of each student. For grades 3-8. 


Cognitive Tutor A combination of collaborative, student-centered textbook lessons 
Algebra by Carnegie | and adaptive Cognitive Tutor software lessons are provided. 
Learning 


PLATO Algebra 1 by | An online curriculum aligns to the Common Core state standards as 
PLATO Learning well as supports the Standards for Mathematical Practice. 


Assistive Technology Devices to Support Reading 

In the area of reading, technology may help students by providing them with visual and 
auditory supports. Technology can highlight certain words to improve visual discrimination, 
provide picture cues, and even convert written text to speech that the student can listen to. 
Using text-to-speech software, and compatible hardware, students can scan printed materials 
and read using digitalized speech, a great support for 
students with significant reading difficulties. Programs 
can also modify the speed of the reading, spell words for 
students, or even read in different languages or different 
voices. E-books and e-texts can be downloaded to help 
students with reading difficulties acquire content that they 
might otherwise not be able to access (Beard, Carpenter & 
Johnston, 2011). Figure 16.2 provides a list of AT reading 
resources to assist students with reading difficulties. 










: Pause & Reflect 


Do you prefer to read a book or to listen to an audio 
version? Can you imagine what you would choose if you 
experienced serious reading problems? E-books can open 
a big world to many people who have difficulty reading 
print due to learning disabilities or visual disabilities. 


_» Assistive Technology Devices to Support Writing and Spelling 
4 Technologies also can help students who have difficulty writing and spelling. If handwrit- 
ing presents a challenge to students and it is important for the student to improve this skill, 
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Edmark Reading Program 
http://www.donjohnston.com/ 
catalog/edmarkdtxt.htm 


Homework Wiz Plus and Speaking 
Homework Wiz 
http://www.donjohnston.com/ 
catalog/homeworkd.htm 


IntelliTools Reading: Balanced Literacy 
http://www. intellitools.com/ 
Products/Balanced_Literacy 


Key Skills for Reading: Letters and Words 
http://store.sunburst.com/Search.aspx? 


Kurzweil 3000 
http://www.kurzweiledu.com/ 
products_k3000win_features.asp 


WYNN 3.1 Freedom Scientific’s Learning 
Systems Group 
http://freedomscientific.com 


Let’s Go Read 
http://www.sunburst-store.com/ 
cgi-bin/sunburst.storefront/EN/ 
Catalog/1244 


Picture It 
http://www.slatersoftware.com/pit.html 


; 16.2 Assistive Technology Reading Resources 





This software uses a whole word, 
multisensory approach to teach 
comprehension and recognition. Users of this 
software learn sight recognition and meaning 
of a word, practice comprehension, and use 
the word in story content. Repetition and 
short instructional steps are used. 









Franklin’s nonspeaking speller and dictionary 
program helps students spell-check words 
and includes 40,000 basic definitions. 
Confusable Checker helps students 
distinguish homophones to make correct word 
choices. The Speaking Homework Wiz allows 
students to enter a word phonetically, then the 
correct spelling will be displayed along with an 
audio pronunciation of the word. 












This is a nine-unit program that provides 
literacy instruction at the first-grade skill level. 
It incorporates reading, phonics, and writing. 
Included are 142 lessons, nine full-color 
storybooks, 212 phonics activities, a CD with 
more than 500 activities, and 27 structured 
writing exercises. This program uses a mouse 
and IntelliKeys. 











Five multilevel activities provide animated 
practice. Students learn the order of the 
alphabet, to organize words and objects by 
initial consonant sounds, to identify short and 
long vowel sounds, and lots more. The 
program has clear auditory support to help in 
reading success. 





Kurzweil offers printed or electronic text for 
the computer screen with visual and audible 
assistance. The program includes many 
features to help with study skills, writing, and 
test taking. It adapts to each learning style. 
Kurzweil 3000 offers an audible assistant to 
help with spell-checking and word prediction as 
students type. 


This software solution transforms printed text 
into understandable text and reads it aloud 
while simultaneously highlighting it. 


Lessons offered in this software help students 
learn to read through interactive stories and 
sequenced lessons. Vocabulary skills are 
expanded, as is comprehension. 


This software includes more than 6,000 
pictures that can be incorporated to text so 
that the reader can see picture-supported 
material to better understand the text. 
Students can listen to stories and read along 
with highlighted words. 


Quicktionary Il, Reading Pen II 
http://www.donjohnston.com/ 
catalog/quicktionarytxt.htm 


ScreenReader 
http://www. brighteye.com/texthelp.htm 


Recordings for the Blind and Dyslexic 
http://www. rfbd.org 


SoothSayer Word Prediction 
http://www.enablemart.com/ 
productdetail.aspx?store-10& 
pid-356&dept-22 
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These handheld scanners allow students to 
simply scan over a word that is not 
understood. The word is then read out loud 
back to the student and the dictionary 
definition is provided. 


Allows a PC to read out loud words that 
appear in any Windows-based application. 


RFB&D’s library contains more than 104,000 
titles in a broad variety of subjects, from 
literature and history to math and sciences, at 
all academic levels, from kindergarten 
through postgraduate and professional. 


Many features of this program help students 
type more accurately and more quickly. 
AutoType completes a word once the student 
starts to type it. SoothSayer can correct 


spelling errors and also comes with a built-in 
dictionary of more than 11,000 words. A 
speech voice option is available. 


TextHelp Read and Write Gold 
http://www.brighteye.com/texthelp.htm 


This software offers a range of helpful tools 
for special education in reading and writing. 
Some of these include word prediction, 
dictionary, spell-checker, RealSpeak voice 
providing a humanlike voice, anda 
pronunciation tutor. 


WordSmith 
http://www.brighteye.com/texthelp.htm 


WordSmith provides visual reinforcement and 
helps to develop recognition of new words and 
vocabulary through color highlights and 
reading of words, sentences, and paragraphs. 
WordSmith helps with pronunciation as it 
breaks words into syllables, and it includes a 
moving mouth to aid in more accurate speech. 
Also included are word prediction, spell- 
checker, thesaurus, and homonym support. 


CAST eReader 
http://www.cast.org 


This text-to-speech software tool is designed 
to support users who have difficulty reading. 





Source: Reprinted from L. A. Beard, L. B. Carpenter, & L. J. Johnston. (2011). Assistive technology: Access for all students 
(2nd ed., pp. 75-76). Upper Saddle River, NJ: Merrill/Pearson. Used with permission. 


then various low-tech to high-tech approaches might be useful. Low-tech strategies can help 
structure the student’s writing environment to produce better handwritten work. For ex- 
ample, securing the paper with a clipboard or tape, providing clear boundaries with heavy 
lines, or adapting the writing tool by using pencil grips might be helpful. Occupational 
therapists can usually offer assistance to teachers to help in this area. If the student will be 
better facilitated by using a keyboard to write, the student can use a personal computer or 
portable word processor. Students can travel with these devices and use them to produce 
written work whenever necessary (Beard et al., 2011). 

Besides circumventing handwriting problems, word processing can also be helpful in 
other ways. Many students with mild disabilities will have difficulty using spelling and 
grammar correctly to produce written documents. To help them overcome this challenge, 
word processing can provide spell checking and grammar checking and can facilitate edit- 

ing a paper by providing tools such as cutting, copying, and pasting. Related hardware and 
4 software can also be helpful. Handheld devices can help students find and correct spelling 
errors and define words. Word prediction software aids students who have difficulty spelling 
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; AT Spelling Resources 


Quicktionary Il This device translates and defines words and 

http://donjohnston.com provides multilingual support. A pen is 
scrolled over the desired text and the device 
verbally announces and translates each word. 
The dictionary recognizes more than 300,000 
words and expressions. 

Spelling Master; Speaking Franklin offers several handheld devices for 

Spelling Bee; Spelling Ace Pro correction of English-language spelling. 

& Puzzle Solver 

http://www. franklin.com 


Language Master 6000 SF This handheld dictionary offers full speech 

http://www.freedomscientific.com controls to read screens or speak individual 
words at controlled speeds. At 6 inches 
square, it has a large display option and 
QWERTY keyboard. 

Homework Wiz Plus These devices can be purchased as 

Speaking Homework Wiz speaking or nonspeaking spellers and 

http://donjohnston.com dictionaries. They offer spelling correction 
for about 50,000 words. 


Source: Reprinted from L. A. Beard, L. B. Carpenter, & L. J. Johnston. (2011). Assistive technology: Access for all students 
Qnd ed., p. 77). Upper Saddle River, NJ: Merrill/Pearson. Used with permission. 


a word by providing several words that might be meaningful in the context of the sentence. 
The students can then look at the list of words and select the one that is most appropriate. 
Technologies that are useful for helping students with spelling and writing appear in Figures 
16.3 and 16.4. 


Assisstive Technology Devices to Support Math 

Students who have difficulty with mathematics can also be helped by AT devices. These 
devices can help students whose challenges are associated with completing calculations or 
who have difficulty with problem solving due to language and comprehension problems. 
Students who have difficulty functioning due to weaknesses in basic calculations may use 
calculators to help them circumvent these problems. Students who must focus on solving 
more complex word problems will often find that using calculators will allow them to focus 
more on reasoning and less on arithmetic operations. Figure 16.5 lists several AT devices 
that will help students who have difficulty with math. 


Augmentative and Alternative Communication Devices 
Some students, especially those with intellectual, physical, or multiple disabilities, require 
augmentative and alternative communication (AAC) devices to help compensate for their 
lack of verbal communication ability. Specially trained speech-language pathologists are 
best prepared to provide support for these students so they can learn to use these special AT 
devices. However, educators should also be aware of these students and their cormmunica- 
tive needs and should know how to promote the use of the AAC devices so students can 
communicate effectively in natural environments. 

Students may use a variety of AAC devices. These range from being fairly simple (pro- 
ducing single words) to being capable of producing synthesized speech. Examples of AAC 
devices include the following: 


* Communication boards or books with pictures, objects, letters, and/or words 

* Eye-gaze boards or frames 

* Simple voice-output devices (e.g., BIGmack, Cheap Talk, Voice in a Box, MicroVoice, 
Talking Picture Frame) 
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_ AT Writing Resources 


Co:Writer 


http://www.donjohnston.com/catalog/ 
cow4000d.htm 


EZ Keys 
http://www.freedomofspeech. 
com/wordsplus.html 


Gus! Word Prediction 


http://www.enablemart.com/productdetail. 


aspx?store-10&pid-576&dept-22 


WordQ Writing Aid Software 


http://www.enablemart.com/productdetail. 


aspx?store-10&pid-104&dept-22 


Write:Outloud 
http://www.donjohnston.com/catalog/ 
writoutd.htm 


Draft: Builder 
http://www.donjohnston.com 


Using Technology to Support Inclusion 409 S 


This program adds word prediction, grammar, 
and vocabulary to word processors. FlexSpell 
helps those students who spell phonetically 
by recognizing and predicting words 
consistent with the actual letters and sounds 
of the letters. Grammar support helps correct 
such errors as subject-verb agreement, 
spelling, customary word usage, and proper 
noun usage. 


Uses dual word prediction that displays a 
table of the six most frequently used words 
that begin with the letters that the student 
types when beginning to type a word. 

EZ Keys provides alternatives to using a 
mouse: expanded keyboard, joystick, single 
and multiple switch scanning. 


Improves typing speed by offering word 
completion and word prediction. Offers a list 
of words based on what keys the user has 
already typed. The list changes according to 
keys typed and then predicts the current and 
the subsequent words. This helps slow or 
one-finger typists. Abbreviation expansion, 
speech output, and dictionary are also 
provided. 


This writing tool is used with standard word 
processors. It provides spoken feedback and 
suggests words to use through word 
prediction. Students can hear each word 
spoken so that it is easier to differentiate 
words. It is simple to use and transparent to 
all Windows applications. 


Immediate speech feedback is given as 
students type words, sentences, and 
paragraphs. Students can listen for proper 
word usage, grammar, and misspellings. 
Students with disabilities can correct their 
work independently from hearing and seeing 
what they write. 


This tool leads students through three key 
steps in creating a first draft: organizing 
ideas, taking notes, and writing the draft. The 
display gives students a framework to 
generate, manipulate, and connect ideas and 
information. 





Source: Reprinted from L. A. Beard, L. B. Carpenter, & L. J. Johnston. (2011). Assistive technology: Access for all students 
(2nd ed., p. 79). Upper Saddle River, NJ: Merrill/Pearson. Used with permission. 


* Voice-output devices with different communication levels (e.g., 6 Level Voice in a Box, 


Macaw, Digivox) 


¢ Voice-output devices with icon sequencing (e.g., AlphaTalker II, Vanguard, Chatbox) 
¢ Voice-output devices with dynamic display (e.g., Dynavox, Speaking Dynamically with 


laptop computer, Freestyle) 


* Devices with speech synthesis for typing (e.g., Cannon Communicator, Link, Write: Out 


Loud with laptop) (Best et al., 2005) 
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55 AT Mathematics Resources 


MathPad (IntelliTools) MathPad enables students to do arithmetic 

http://www.intellitools.com directly on the computer. The program is 
ideal for students who need help organizing 
or navigating math problems or who have 
difficulty doing math with pencil and paper. 


Access to Math Access to Math is the talking math worksheet 

http://www.donjohnston.com program that helps students with organizing, 
sequencing, working in columns, and 
memorizing math facts. A worksheet 
generator lets you automatically create on- 
screen or printed worksheets to support 
individual learning needs. 


Portable Calculator with Talking This small folding calculator performs 

Multiplication Table standard arithmetic functions. When the key 

http://www.independentliving.com is pressed, followed by the number of the 
multiplication table the user wants to hear, it 
speaks the entire table. 


GTCalc Scientific Calculator This software offers a comprehensive range 

http://www.independentliving.com of scientific functions in logical groups for 
easy accessibility. Accessible features include 
input via keyboard or mouse with input and 
output spoken, large number display, a 
Mouse Talk feature that speaks the button 
captions, and four levels of screen 
magnification. 


Talking Pocket Calculator A small, thin, folding calculator with clear 

http://www.independentliving.com numbers on the number pads and on the 
monitor. All the setting functions speak, 
except the calendar, which is visual. Says 
numbers in units or digital. 

Talking Texas Instruments The features of this small scientific calculator 

Scientific Calculator include a learning mode for key identification 

http://www.independentliving.com that does not affect calculations. The key is 
announced when pressed. There is a choice 
of silent or talking operation. Tactile, large, 
functionally zoned keys, volume control, and 
earphone are included. 


Big:Calc Six calculator layouts are available for this 

http://www.donjohnston.com talking on-screen calculator. Font size and 
color adjust to increase visibility and figure 
ground discrimination. 


Source: Reprinted from L. A. Beard, L. B. Carpenter, & L. J. Johnston. (2011). Assistive technology: Access for all students 
Qnd ed., p. 81). Upper Saddle River, NJ: Merrill/Pearson. Used with permission. 


Finding an appropriate AAC device for a student and teaching him how to use it are only 
the beginning to helping the student to achieve communicative success. Many students with 
AAC devices will be more successful if they have support and instruction to use the device 
in the classroom and other areas around the school and community. 


Personal Support Technologies 

Handheld devices such as personal digital assistants (PDAs), iPhones, iPods, and iPads 
are becoming more and more popular as AT devices. Many people, for example, use their 
iPhones to help them manage personal needs. Depending on their specific capabilities, these 
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devices can help with various chores such as managing an appointments calendar, writing 
documents, reading e-mails, accessing the Internet, or listening to downloaded books. Over 
the last several years, researchers have demonstrated that specially configured PDAs can 
help persons with intellectual disabilities perform various activities that they could do not 
alone or without extensive training (Wehmeyer, Palmer, Smith, Parent, Davies, & Stock, 
2006). For example, in a 2003 study, individuals with intellectual disabilities used a palm- 
top computer called a Pocket Compass (designed by Wehmeyer and colleagues) to help them 
decide what steps they should take on vocational tasks that required decision making. The 
Pocket Compass was preprogrammed with audio and visual cues to remind participants 
what actions they should take (after initial instruction) at certain decision-making points in 
the task. For example, when the individual had to make a decision, the computer displayed 
up to four pictures, each representing a different possible decision at the decision-making 
point. As the pictures were displayed, an audio instruction stated, “Touch the picture on the 
screen that matches the number shown on the second page of the invoice” (Davies, Stock, & 
Wehmeyer, 2003, p. 184). When the individual tapped the number, the program continued 
to provide audio and visual cues to direct the participant to the appropriate action. Davies 
and co-workers (2003) found that study participants using the Pocket Compass required 
fewer prompts from their support person, had fewer decision errors, and had fewer errors 
on completing the steps in the task. Personal digital assistants have been used in various 
other studies to help students with intellectual disabilities learn vocational skills, transition 
skills, and domestic skills (e.g., Chihak, Kessler, & Alberto, 2007, 2008; Mechling, Gast, & 
Seid, 2009; Riffel et al., 2005). 

Like PDAs, and maybe even more, we are beginning to see an increase in the use of 
iPods and iPads as AT devices. More and more apps are becoming available for iPods and 
iPads that allow them to function as effective AT devices (Shah, 2011). There are several 
advantages to using these devices over more traditional AT devices. They are lighter and 
therefore easier to handle, and the touch screen on the iPad is easier for many students 
with disabilities to interact with as compared to a keyboard and mouse. They are also less 
expensive and can accommodate a number of different applications, many of which are free 
or inexpensive. For example, Proloquo2Go, the communication app that was mentioned 
earlier in the chapter, costs a little under $200, which is not free, but more sophisticated 
communication systems will cost much more, some around $10,000 or more. For these 
reasons, many school districts around the country are now starting to purchase iPads for 
use by students with special needs (Kaufenberg, 2010; Shah, 2011). Sailers (2010) provides 
a list of iPod, iPad, and iPhone apps available for students with disabilities (see: http:// 
www.scribd.com/doc/24470331/iPhone-iPad-and-iPod-touch-Apps-for-Special Education). 
Additionally, a visit to Apple’s special education Website will provide you with an 
up-to-date view of apps for students with disabilities (see: http://www.apple.com/ 
education/special education/). 

At Gilpin Manor Elementary School and throughout Cecil County, Maryland, iPods and 
iPads are used in several ways, according to Allison McMahon, the district’s AT resource 
specialist. Allison reported, “The big trend this year has been using 
iPods and iPads. .. . We're using them in four different ways in our 
county. We're using them for academic support. We're using them for 
communication with a program called Proloquo2Go. We're using them 
in our STEP program, which is our student transition employability 
program. It’s a program at our school of technology where students 
go for prevocational training and use the iPods with an app (for the 
students to learn different work skills) to become.more independent. 
They can refer to the iPod instead of having to have a teacher right next 
to them to guide them to the next step. And then we're using them 
for kids who need social stories, like video social stories and also for 
students with autism who need to take breaks and . . . need [a] calming Sper ea Ve re ee pore ee 
or some kind of sensory activity.” eroarehe Araneae 
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Assistive Technology Devices for Daily Living 

Many additional AT devices can help meet a variety of daily needs. Many of these will be 
useful for students with physical or multiple disabilities. These include devices for mobility, = 
such as powered wheelchairs or scooters; or for activities of daily living, such as adaptive e 
eating utensils or adapted toothbrushes. To review many of the available AT devices that can 

be useful for students with disabilities, you can visit ABLEDATA at www.abledata.com, a 
Website that provides information about thousands of AT devices. 


Principles and Practices for Effectively Using 
Educational Technology and Assistive Technology 


Use of Educational Technology 
to Facilitate Inclusion 


For all students, educational technology in the general education classroom facilitates learn- 
ing in several ways. For example, many students will use technology to gather information 
through the Internet, analyze data by using spreadsheets, or create and share information 
by using word processing and presentation software. When used effectively, technology 
can help learners direct more of their own learning, be more engaged in participatory and 
authentic learning processes, think more critically, and work more cooperatively with oth- 
ers (Bitter & Legacy, 2008; Jonassen, Howland, Marra, & Crismond, 2008). In this way, 
educational technologies support “meaningful learning when they fulfill a learning need— 
when interactions with technologies are learner initiated and learner controlled, and when 
the interactions with the technologies are conceptually and intellectually engaging” Jonas- 
sen et al., 2008, p. 7). In Strategy 16.1, at the end of this 
chapter, we provide directions to help teachers teach 
students how to use educational technology in the class- € 
room. 

Many of the technology tools used by students 
without disabilities can be used in similar ways by 
students with disabilities. That is, many students with 
disabilities become more engaged and can work more 
effectively and efficiently when they use interactive 
whiteboards, word processing programs, spreadsheets, 
presentation software, the Internet, or other types of technology. Research has demon- 
strated how different types of educational technology impact students with disabilities or 
special needs. 

In an early analysis of studies in which computers were used to help improve the 
reading skills of students with learning disabilities, Hall, Hughes, and Filbert (2000) 
found that students demonstrated improvement in 13 of 17 studies. In another review, 
MacArthur, Ferretti, Okolo, and Cavalier (2001) found that computer programs were espe- 
cially useful for teaching phonological awareness and decoding skills. A later study found 
that adolescents with learning disabilities had fewer spelling errors and reading errors, 
and had better structure and organization in their written work when they used word pro- 
cessing software instead of writing with pencil and paper (Hetzroni & Shrieber, 2004). 
Other researchers have reported similar outcomes (e.g., Blackhurst, 2005; Hasselbring 
©& Bausch, 2005; MacArthur, 2000; Wanzek, Vaughn, Wexler, Swanson, Edmonds, & 
Kim, 2006). 

Some recent studies have examined how e-texts and text-to-voice applications can 
help students better comprehend written material. In these studies, students with learning 
disabilities and students with moderate intellectual disabilities performed better on compre- 
hension assessments when text-to-speech was provided to help them understand the written 









Pause & Reflect 


What role has educational technology played in your learn- 
ing? Did you use specific software programs when you 
were in school? Have you often used word processing, 
presentation, or spreadsheet software for your academic 
work? And speaking of technology and education, how 
important is the Internet to you? 
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material (Douglas, Ayres, Langone, Bell, & Meade, 2009; Izzo, Yurick, & McArrell, 2009), 
Comprehension has also been improved by students with learning disabilities when 
Kidspiration© was used to create story maps (Wade, Boon, & Spencer, 2010). 

Other studies have looked at how educational technology can help students with 
disabilities become more engaged to improve academic or social behavior. A few of these 
studies have used Smart Boards. In one, students with learning disabilities were able to 
learn their own targeted letter sounds, but also learned some of the letter sounds of other 
students, demonstrating that Smart Boards are helpful for facilitating incidental learning 
(Campbell & Mechling, 2009). Similarly, in another study, students with moderate intel- 
lectual disabilities were able to learn their own sight words on a Smart Board, but also 
some of the words of other students in the group (Mechling, Gast, & Thompson, 2008- 
2009). And in yet another, teachers used Smart Boards to present social stories to students 
with ASD. Students looked at pictures on the Smart Board of children engaging in socially 
appropriate behavior and pointed out what they were doing correctly (Xin & Sutman, 
2011). In Strategy 16.2 we discuss ways to use Smart Boards effectively with mixed ability 
groups of students. 

Other instructional technology tools can also help students with disabilities be engaged 
learners. Bouck and Flanagan (2010) discussed how “virtual manipulatives” could be used 
by teachers to teach math skills and Parette, Hourcade, and Blum (2011) explained how 
Microsoft PowerPoint offers features such as pictures, sounds, and animations that will 
better hold students’ attention. 


Teaching Students to Use 
Educational Technology 


Many students with disabilities or special needs will enjoy working at a computer and will 
need little prompting to do so. It is important to realize, however, that most students will 
require initial instruction, modeling, and prompting in order to learn to use the software. 
Afterward, you may find that students can work independently on the computer for periods 
ranging from 10 to 20 minutes. Once you have learned for yourself how the software oper- 
ates, you will be ready to introduce it to your students. As mentioned previously, Strategy 
16.1 provides general guidelines for teachers to use when teaching students to use educa- 
tional technology. Strategy 16.3 outlines how to teach using READ 180, a popular program 
used to teach reading skills to students between the fourth and twelfth grades. You will see 
that the program provides a very comprehensive approach that not only uses technology but 
also requires direct instruction from the teacher and reading narratives from leveled readers. 
In Strategy 16.4, we explain how to use PLATO® Achieve Now on PSP® (Mathematics) to 
improve students’ math skills in different areas. 

Teachers often use educational technology to complement or supplement instruction 
rather than replace it. This means that the students in your classroom with special needs 
will still require direct instruction in order to develop critical skills in reading, math, and 
other curricular areas. What you can expect from many educational technology programs, 
however, is an initial and periodic assessment of key skills, an opportunity to practice 
those skills, and an ongoing record of how students 
are progressing on skills. Programs will also often use 
thematic devices, graphics, and feedback to students Pause & Reflect 
to help motivate them to achieve the objectives of the eee 
program. Strategy 16.5 offers a procedure for evaluat- 
ing educational software that you will find helpful. We 
also encourage you to examine the Websites of specific 
products, keeping in mind that the technology produc- 
ers may be biased when promoting their own products. 








If a technology device helps you do something that you 
cannot do without it, you might consider it an AT device. 
Navigational devices (e.g., GPS) are quite popular. Have 
you ever used one of these, and did it help you get some- 
where? If it did help you, you were using an AT device. 
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Use of Assistive Technology 
to Facilitate Inclusion 


Just as different types of educational technology can facilitate learning in inclusive settings, 
various types of assistive technology can help students gain access to different learning 
opportunities. It is important to keep in mind, though, that assistive technology devices are 
intended to meet a specific need for a student with a disability. This means that AT devices 
will not be used by all students, but that you may have one or two students in a classroom 
with his or her unique AT device. 

During an IEP session, IDEA 2004 requires that the planning committee must consider 
whether the student with a disability can benefit from a specific device and related AT ser- 
vices. This can be interpreted to mean that the IEP team must especially consider an AT 
device when reviewing the present level of performance, during the development of annual 
goals and objectives or benchmarks, and when determining the appropriate placement of 
a student (Bausch, Quinn, Chung, Ault, @ Behrmann, 2009; Parette & Peterson-Karlan, 
2007). An AT device that would better allow a student to function in a general education 
classroom would certainly merit consideration by the IEP team. However, the decision-mak- 
ing process for determining whether or not a specific AT device is appropriate for a student 
with a disability is complex. In Strategy 16.6 we provide a practical process for deciding 
about the appropriateness of specific AT devices and questions that the IEP team should 
answer when considering an AT device. 

As seen previously in this chapter, assistive technology devices vary greatly in their 
purposes and designs and may be used with students whose disabilities range from mild to 
severe. A sample of the research on the use of assistive technology devices demonstrates that 
it can be successful in helping bridge the gap between current student abilities and student 
participation and involvement. These studies have included students with mild disabilities 
who have achieved greater academic success using AT devices (e.g., Anderson, Anderson, & 
Cherup, 2009; Bouck & Flanagan, 2009; Hetzroni & Shrieber, 2004; Kim, Woodruff, Klein, 
& Vaughn, 2006; MacArthur & Cavalier, 2004; Montgomery, Karlan, @ Coutinho, 2001, 
Wanzek et al., 2006; Williams, 2002) as well as students with more significant disabilities 
who have learned to communicate and control their environment using AT devices (e.g., 
Carey & Sale, 1994; Cavalier &@ Brown, 1998; Cosbey & Johnston, 2006; Daniels, Sparling, 
Reilly, & Humphry, 1995; Hutinger, Johanson, & Stoneburner, 1996; Lancioni et al., 2002; 
Reichle, 2011; Todis, 1996). Although most research on assistive technology has looked at 
the effectiveness of devices specifically designed to be AT equipment, recent research has 
evaluated more commonly available, and thus less expensive, hardware and how it can be 
used to meet the unique needs of students with disabilities. This research has shown the 
utility of iPads and iPods on teaching functional skills such as work skills, transitioning, 
and pedestrian navigation (e.g., Cihak, Fahrenkrog, Ayres, @ Smith, 2010; Kelley, 2011; 
Van Laarhoven et al., 2009). In these studies, the devices are used to present the learners 
with visual and/or auditory cues that direct them through a series of steps so that they may 
perform a task independently. For example, in one study, five out of six young adults with 
autistic spectrum disorders learned to follow directions for performing a fire safety demon- 
stration by using a performance cue system contained on their iPhones (Burke, Andersen, 
Bowen, Howard, & Allen, 2010). In another, four young adults with mild to moderate intel- 
lectual disabilities were able to use picture cues presented on a video iPod to learn to find 
their way around a college campus (Kelley, 2011). 


Teaching Students to Use Assistive Technology 


The process for initiating and using assistive technology with a student with disabilities 
requires collaboration, as was pointed out by Allison McMahon at the beginning of the 
chapter. Usually the decision regarding the use of a specific assistive technology device will 
occur at the IEP meeting. In other cases, parents, teachers, or related services professionals 
(e.g., speech/language pathologists, physical or occupational therapists) may recognize that 
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a student might benefit from a device 
and suggest its use to the IEP team. For 
4 example, Allison McMahon learned about 
~” Proloquo2Go and suggested its use to Mallee 
Taylor, who then tried it out with Ryley and 
found it worked well for him. 

Classroom teachers often show a mixed 
level of commitment to using an AT device 
with students who have one. This is often 
related to their educational background, their 
understanding of the device, and their gen- 
eral comfort with technology (Connor, Snell, 
Gansneder, & Dexter, 2010; Sze, 2009). 
This is one of the reasons that collabora- 
tion is important. This situation can also be 
addressed, somewhat, through the provision 
of assistive technology services carried 
out by AT resource teachers like Allison 
McMahon. It is not enough simply to provide 
AT devices, but IDEA also requires providing 
AT services. Assistive technology services are defined under IDEA as “any service that directly 
assists a child with a disability in the selection, acquisition, or use of an assistive technology 
device” (8 602(2)). These services may include evaluating the needs of the student, acquiring 
the device, implementing the use of the device, and providing training and assistance to teach 
teachers and others how to use the device (Westling & Fox, 2009). 

As technology in general continues to expand in our lives, we can expect AT devices to 
become more common and more user-friendly, suggesting that teachers will become more 

)) and more comfortable with their use. At the end of this chapter, we provide a few strategies 
to help teachers use some of the more common AT devices, including using word process- 
ing to help with students’ writing needs (Strategy 16.7), using calculators to solve math 
problems (Strategy 16.8), supporting students who use augmentative/alternative commu- 
nication (AAC) devices (Strategy 16.9), and supporting students in motorized wheelchairs 
(Strategy 16.10). 





Assistive technology devices like this motorized wheelchair can facilitate inclusion 
in daily life. 


Universal Design for Learning 


Universal design for learning (UDL) is a curriculum design process called for in IDEA 2004 
that provides guidelines for designing curriculum in a way that will make it more accessible 
to more learners with various ability levels. Although UDL is not synonymous with assistive 
technology, it is often made more feasible because of advances in technology tools. 


Principles and Guidelines of UDL 


One way to enhance the opportunity for students with disabilities to participate in inclusive 
classrooms and the general curriculum is to design a curriculum based on the principles of 
universal design for learning. These principles begin with the notion that key elements of in- 
struction can be varied to allow learning by students with a range of abilities. The Center for 
Applied Special Technology (CAST, 2011) proposed three principles of UDL—and within 
them nine guidelines—necessary for a universal curriculum. The principles and guidelines 
are as follows: 


4 ¢ Principle I: Provide Multiple Means of Representation. Alternative means of present- 
ing instructional material can reduce perceptual or learning barriers and can improve 
students’ ability to recognize things. Digital format is the most flexible means for 
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presenting curricular materials because it makes material transformable, transportable, 
and recordable. The guidelines for Principle I are: 


* Guideline 1: Provide options for perception. 
* Guideline 2: Provide options for language, mathematical expressions, and symbols. 
* Guideline 3: Provide options for comprehension. 


° Principle II: Provide Multiple Means of Action and Expression. Universal design for 
learning allows students to respond with their preferred means of control. Different stra- 
tegic and motor systems of students can be accommodated. Principle II has the following 
guidelines: 


* Guideline 4: Provide options for physical action. 
* Guideline 5: Provide options for expression and communication. 
* Guideline 6: Provide options for executive functions. 


* Principle III: Provide Multiple Means of Engagement. Finally, students’ interests in 
learning, as indicated by their engagement, can be matched with the modes of presenta- 
tion and response and can increase student motivation. Three guidelines are used with 
Principle III: 


* Guideline 7: Provide options for recruiting interest. 
* Guideline 8: Provide options for sustaining effort and persistence. 
* Guideline 9: Provide options for self-regulation. 


Applying Principles and Guidelines of UDL 


Many of the materials for creating UDL-based curricula are available from the Center for 
Applied Special Technology (CAST). For example, CAST (011) provides “checkpoints” 
which suggest materials that help achieve the principles and guidelines presented above, 
and for each checkpoint. CAST suggests a variety of online resources, most of which are 
free. For example, under the first principle and the first guideline, text-to-speech software 
might be considered for a student who doesn’t access information through reading. For an- 
other student who needs to strengthen his or her vocabulary, CAST’s UDL Editions includes 
a “multimedia glossary” in all of its texts. A student can click on a word and can read the 
definition, listen to it through text-to-speech, and see a visual image of it. Additionally, 
CAST provides a “free technology toolkit” (http://udltechtoolkit. wikispaces.com/) and in- 
vites teachers to join its wiki to offer ideas and comments. 


Example of the Effectiveness 
of UDL Applications 


There are a number of ways that UDL has been applied to improve student learning. Three 
examples in which UDL principles were applied in classrooms are illustrative. 

Dymond and colleagues (2006) reported an example of a comprehensive instructional 
unit using UDL principles. These researchers used the principles to design a high school 
science course that would be accessible to students without disabilities, students with mild 
disabilities, and students with more severe intellectual disabilities. The authors developed 
a set of questions to address as they redesigned traditional course lesson plans. The ques- 
tions helped them consider how key areas could be modified, including the curriculum, 
instructional delivery and organization of the learning environment, student participation, 
materials, and assessment. The major changes made to the course included the following: 


* Materials: Large-print reading material and laptops with Internet connections and LCD 
projectors were added to the more traditional materials. 

* Forms of student participation: Students were given choices of how they would par- 
ticipate. For example, active, interactive, and leadership types of participation were of- 
fered, including more hands-on activities, team projects, and students teaching students. 
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* Instructional delivery: A variety of instructional methods occurred during daily instruc- 
i tion, including more student-directed instruction and technology-driven instruction. 
6 * * Assessment: Forms of assessment increased, including reading tests to students and 


using rubrics and checklists to evaluate students during presentations and hands-on 
work sessions. 


Dymond and colleagues (2006) reported that as a result of the UDL process, many 
changes occurred in the teachers and their students. The general education and special edu- 
cation teachers began to collaborate more, shared more instructional responsibilities, and 
became more concerned that the students with disabilities be able to participate meaning- 
fully during instruction. 

In another study, researchers used an online tool called the Virtual History Museum 
(VHM; http://vhm.msu.edu/site/default-_php) to increase the learning outcomes in social 
studies for all students (Bouck, Courtad, Heutsche, Okolo, & Englert, 2009). Virtual 
History Museum was developed at the University of Michigan and allows teachers to cre- 
ate different kinds of exhibits using text or artifacts that they create or import. Artifacts 
may include pictures or documents as well as audio or video clips. Students may read the 
text displays or use a text-to-speech screen reader. This gives students an option of read- 
ing the text, listening to it, or doing both. The VHM lets students who had not been able 
to participate in social studies because of their learning disabilities to become engaged 
learners. 

In the third study, the researchers wanted to increase participation by students with 
multiple disabilities in shared story learning activities (Browder, Mims, Spooner, Ahlgrim- 
Delzell, & Angel, 2008). To do this, the researchers considered the key principles of UDL 
and asked these key questions: “Is there a better way to present this opportunity to respond?” 
“Is there an alternative way the student could respond?” and “What prompt can be used to 
make the response?” Based on consideration of each student’s characteristics, the researchers 
then designed different instructional procedures. For example, they displayed some objects 
on a bulletin board as a different form of representation; changed the type of switch a student 
was using in order to allow a different type of response; and used low lighting in the room to 
increase engagement time. As a result of such design decisions, all students increased their 
participation in the activity. 


This chapter addressed the following topics: 
Types of educational technology 


* Interactive whiteboards (Smart Boards) are popular teaching tools because, unlike indi- 
vidual computers or other devices, teachers can use them to work with groups of students. 

*  Drill-and-practice software provides individual learners with the opportunity to increase 
instructional time working on specific academic skills. 

* Integrated learning systems are instructional programs networked throughout a school 
or school district intended to incorporate instruction to meet national, state, or district 
standards. 

¢ Reading and math programs offer technology-based or technology-enhanced programs 
that cover learning objectives for several grades and allow the student to progress at his 
or her own pace. 


Types of assistive technology devices 


¢ ¢ Assistive technology devices to support reading may help students by providing them 
with visual and auditory supports, highlighting certain words to improve visual dis- 
crimination, provide picture cues, and even convert written text to speech. 


i 418 PART II 


Chapter 16 


Assistive technology devices can help students who have difficulty writing and spelling 
by using a keyboard on a personal computer or a portable word processor, providing 
spell checking and grammar checking; and providing word prediction software. 
Assistive technology devices to support math can help students with calculations and 
word problems. 

Augmentative/alternative communication (AAC) devices can help students with intel- 
lectual, physical, or multiple disabilities communicate. These can range from producing 
single words to producing synthesized speech. 

Personal support technologies are handheld devices such as personal digital assistants, 
iPhones, iPods, and iPads that can help guide students through different activities such 
as daily living skills, vocational skills, or pedestrian skills using visual and auditory cues. 
Assistive technology devices for daily living are used by students with physical or mul- 
tiple disabilities and include devices such as powered wheelchairs or scooters or adaptive 
eating utensils or adapted toothbrushes. 


Use of educational technology to facilitate inclusion 


Research supports the use of educational technology to improve reading skills, reduce 
spelling errors, and improve writing. 

E-texts and text-to-voice applications can help students better comprehend written material. 
Smart Boards have been found to help students learn letter sounds and site words and 
for facilitating incidental learning. They have also been used to present social stories to 
students with autism spectrum disorders. 


Teaching students to use educational technology 


Most students with disabilities will require initial instruction, modeling, and prompting 
in order to learn to use educational technology tools. 

Teachers should become familiar with the technology and then support students as they 
gradually learn to use it. 


Use of assistive technology to facilitate inclusion 


Assistive technology devices are intended to meet a specific need for a student with a dis- 
ability so a teacher may have one or two students in a classroom with their own unique 
AT device. 

IDEA 2004 requires that, during an IEP session, the IEP planning committee must con- 
sider whether the student with a disability can benefit from a specific device and related 
AT services. 

Research on the use of AT devices demonstrates that it can be successful in helping bridge 
the gap between current student abilities and student participation and involvement for 
students with mild disabilities and for students with more significant disabilities. 

iPads and iPods have been found effective for teaching work skills, transitioning, and pedes- 
trian navigation. The devices are used to present the learners with visual and/or auditory cues 
that direct them through a series of steps so that they may perform a task independently. 


Teaching students to use assistive technology 


Usually the decision regarding the use of a specific assistive technology device will occur 
at the IEP meeting. 

Parents, teachers, or related services professionals may recognize that a student might 
benefit from an AT device. 

Teachers’ educational backgrounds, their understandings of the device, and their 
general comfort with technology will affect how well they work with students with AT 
devices. 

Assistive technology services are required when AT devices are provided to a student and 
may include evaluating the needs of the student, acquiring the device, implementing the 


use of the device, and providing training and assistance to teach teachers and others how 
to use the device. 
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Universal design for learning (UDL) 


; Universal design for learning is a curriculum design process that provides principles and 
e *% guidelines for designing curriculum in a way that will make it more accessible to more 
learners. 
¢ The three principles of UDL are (1) provide multiple means of representation, (2) provide 
multiple means of action and expression, and (3) provide multiple means of engagement. 
* The Center for Applied Special Technology provides resources and materials for design- 
ing universal curricula. 
* Research has supported the use of UDL with students of different ability levels. 


Addressing Professional Standards 


Standards addressed in Chapter 16 include: 


CEC Standards: (3) individual learning differences; (4) instructional strategies; (5) learning 
environments and social interactions; (7) instructional planning. 


MyEducationLab 


















Go to the topic Instructional Practices and Learning Strategies in the MyEducationLab 
(www.myeducationlab.com) for Inclusion, where you can: 

¢ Find learning outcomes for Instructional Practices and Learning Strategies, along 

with the national standards that connect to these outcomes. 

* Complete Assignments and Activities that can help you more deeply understand 

the chapter content. 

¢ Apply and practice your understanding of the core teaching skills identified in 

the chapter with the Building Teaching Skills and Dispositions learning units. 

* Check your comprehension on the content covered in the chapter with the Study 
Plan. Here you will be able to take a chapter quiz, receive feedback on your 
answers, and then access Review, Practice, and Enrichment activities to enhance 
your understanding of chapter content. 
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EFFECTIVE STRATEGIES FOR 
USING TECHNOLOGY TO 
SUPPORT INCLUSION 


Putting It All Together 


Teachers will find that including students with disabilities can be more successful if you and 
your collaborators in special education take advantage of different forms of technology. We 
suggest that you reflect on the following suggestions: 


1. Learn about what is available. Technology is so abundant it seems to be outdated 
before we can learn to use it. Thus, knowing what is available requires teachers to access 
information through the Web, books, or journals. Attending conferences or workshops 
can also be useful, as is talking to the school district’s assistive technology consultant to 
keep up with newly developing products. 


2. Work with technology and assistive technology specialists and other team members. 
As we discussed in Chapter 11, collaboration with others is critical for successfully teach- 
ing students with special needs. All team members should be involved in identifying, 
selecting, and implementing the use of technology to ensure that devices will be used 
appropriately and in settings that will maximize potential. 


3. Focus on the students’ needs. We recommend the use of educational or assistive tech- 
nology tools only when they contribute to the ability of students to do something, or 
help the students learn better or faster. Although technology can be used for entertain- 
ment, in instructional settings, technology should help students achieve specific goals or 
perform important skills. 


4. Monitor students’ progress. Many educational technologies incorporate assessment probes 
into the program and create reports for teachers so they can assess students’ progress. You 
should use these reports and modify instruction as necessary to improve your students’ 
performance. With AT devices, you can observe how often a student uses the device, if the 
student uses it as designed, and if it helps meet the objective for which it was designed. 


Strategy Fact Sheet 


In the remainder of this chapter, we describe ten effective strategies about the use of technology 
to help you plan effectively to meet the needs of all students. The Strategy Fact Sheet summarizes 
these strategies. 
























STRATEGY DESCRIPTION IMPORTANCE 


Strategy 16.1: Teaching | This classroom instruction strategy provides A great deal of educational technology is 
Students to Use a step-by-step process for teaching students _| available today that teachers can use to 

Educational Technology | to effectively use educational software to their advantage as a complement to direct 
Programs improve basic academic skills. instruction. 


Strategy 16.2: Using the 
Smart Board to Teach in 
an Inclusive Classroom 


Strategy 16.3: Using 
READ 180 in the 
Classroom 























This strategy provides information about how 
to engage students with disabilities when 
using a Smart Board. 


Smart Boards are popular learning tools and 
some research shows they can be effective 
with students with disabilities. 













A popular program that addresses critical 
reading skills for students in grades 4-12, 

This strategy provides an overview of how to 
use this program. 


Read 180 will work best if teachers are 
adequately prepared to use it. Materials and 
workshops are available from the producer to 
teach teachers about the material. 
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STRATEGY DESCRIPTION IMPORTANCE 


Strategy 16.4: Using Motivating students to learn math skills can Although electronic games are more fun than 
the Computer Game be challenging. This strategy describes how more traditional approaches to learning, close 
PLATO® Achieve Now this PSP-based game can help individual teacher monitoring of assignments is still 

on PSP® (Mathematics) | students in this area. important. 

to Improve Students’ 
Homework Performance 


Strategy 16.5: 
Evaluating Educational 
Technology 






























































This strategy will help teachers decide the Although much educational technology 

value of various educational technology software is available, it is not all equal. Care- 
products. The step-by-step guide will better ful review of different products will lead to a 
ensure that students will benefit from the better selection for your students with special 
selected program. needs. 
















Strategy 16.6: A Deci- 
sion-Making Process 
for Selecting Assistive 
Technology Devices 


Assistive technology can help students ac- Many students with disabilities can benefit 
complish various tasks and assignments. But | from assistive technology, but much of it can 
you must be able to decide what will be most | be expensive. Teachers must always take care 
effective for individual student needs. to select devices that students will use. 




















Strategy 16.7: Using 
Word Processing and 
Related Software to 
Support Student Writing 


Offers guidance for teaching students with 
writing difficulties how to use word process- 
ing to produce better-written papers and 

reports. 


Word processing allows many students 
with learning disabilities to better express 
their thoughts. An important tool for many 
teachers. 









Strategy 16.8: Teaching 
Students with Disabili- 
ties to Use Calculators 


Provides a step-by-step instructional process 
for teaching students to use calculators to 

solve math problems in school and in the real 
world. 


There is some debate among experts as to the 
extent that students should use calculators 
to solve arithmetic problems, but for some 
students, they can be an important tool. 























Strategy 16.9: Support- | Relatively speaking, few students will require 
ing Students Who Use AAC devices to communicate. When the need 
Augmentative/Alterna- | arises, however, this strategy will help IEP 
tive Communication team members select the best device for the 
Devices student. 


Strategy 16.10: Support- 
ing Students Who Use 
Motorized Wheelchairs 


A few students with disabilities will require 
the support of AAC devices to communicate. 
Used correctly, these devices can enhance 
their ability to participate in daily life. 















Students who use wheelchairs must learn 
how to navigate them in a way that helps 
them fit into the flow of daily life. A little 
instruction and direction may sometimes be 
necessary. 


Some students with special needs will require 
wheelchairs for mobility. This strategy helps 
teachers understand how wheelchairs operate 
and how to help students use them. 
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Strategy 16.1 


Rationale 
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Studies have shown that educational technology can improve academic skills, especially 
reading skills (Hall, Hughes, & Filbert, 2000). MacArthur and colleagues (2001) found that 
computer programs were especially useful for teaching phonological awareness and decoding 
skills. A study by Hetzroni and Shrieber (2004) showed that adolescents with learning dis- 
abilities had fewer spelling errors and reading errors, and had better structure and organiza- 
tion in their written work when they used word processing software instead of writing with 
pencil and paper. Other researchers have reported similar outcomes (e.g., Blackhurst, 2005; 
Hasselbring & Bausch, 2005; MacArthur, 2000; Wanzek et al., 2006). More recent studies 
have examined how e-texts and text-to-voice applications can help students better compre- 
hend written material (Douglas et al., 2009; Izzo, Yurick, & McArrell, 2009). 


Step-by-Step 


é Become knowledgeable about the program you 
are using. Before exposing any of your students to the 
program, make sure you understand its features, how it 
operates, how the student uses it, and how the program 
directs the student through its activities. If staff develop- 
ment sessions are available on use of the program, take 
advantage of the opportunity to participate. 


2 Identify appropriate objectives and activities 
within the software program. The advantage of most 
educational technology programs is that they allow dif- 
ferentiated instruction for students with different skill 
levels. The program itself may identify specific student 
needs if a diagnostic component is built into it. Regard- 
less, you will want the student to focus on those areas of 
the program that will help meet academic needs. 


&} Provide adequate supervision and support as each 
student begins to use the software program. Each stu- 
dent must learn to use the program correctly to use it 
successfully. Students who are younger, who have less 
experience working on computers, or who have intel- 
lectual or learning disabilities likely will require more 
direct instruction and more support in using the pro- 
gram. This phase may take several sessions until the stu- 
dent is comfortable operating the program. 


@ Maintain an awareness of students’ level of comfort 
and frustration with the program. If too many failures 
occur, you should move the student to a lower level of 
the program to ensure more success. If the student is 


using different programs, proportionally distribute the 
student's time so that the student spends more time on 
the program that addresses the student's greatest need. 


5) Reinforce students for correctly using the software 
program. You may reinforce correct use of the program 
by letting students engage in another preferred educa- 
tional program, or you may let them play another com- 
puter game. Of course, you can also use more traditional 
types of reinforcement, such as extra playground time 
or token reinforcement. Many educational reading and 
math software programs have games built into them that 
are related to the learning objectives. Students may play 
these and still practice important skills. 


6] Monitor the student’s progress in the program. You 
need to examine the reports provided by the program 
and make sure the student is making adequate prog- 
ress on the program's probes. If not, the student should 
not move forward in the program until better perfor- 
mance indicates that she should do so. The student may 
require more direct instruction from you to help her 
acquire some specific skills. 


&?} Monitor the student’s progress independently of 
the program’s evaluation. Performance on the program 
should not be assumed to equate with performance under 
other conditions, such as on curriculum-based evalua- 
tion in the classroom. Therefore, you should always have 
off-program tests to make sure the student can demon- 
strate skills under different conditions. 
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Applications and Examples 


When schools decide they will acquire new educational technology, they begin by develop- 
ing a plan as to how they will implement the technology. The goal is to make the classroom @ 
a more effective learning environment by offering students more effective learning tools. The 

new technology will also have an impact on how teachers teach. Therefore teachers need 

to plan how the technology will become a part of the instructional process. They need to 
consider what learning objectives it will help students reach, how students will be able to 
interact with the technology, how they will prepare students to use the technology, and how 

and when students will use the technology. For these reasons, most educational technology 
programs require staff development in order for teachers to use it effectively; teachers need to 

take advantage of this learning opportunity (Pohlmann, 1999-2011). 


Keep in Mind 

Many of your students, like yourself, will already come to you with advanced computer 
usage skills. Their experience with different types of technology will be an advantage and 
may reduce the amount of time it will take them to learn how to use a program. Likewise, 
the quality and user-friendly features of a program can also affect a student’ learning curve. 





Key References 

Hall, T. E., Hughes, C. A., & Filbert, M. (2000). Computer-assisted instruction in reading for students with 
learning disabilities: A research synthesis. Education and Treatment of Children, 23, 173-193. 

Hetzroni, O. E., & Shrieber, B. (2004). Word processing as an assistive technology tool for enhancing 
academic outcomes of students with writing disabilities in the general classroom. Journal of Learning 
Disabilities, 37, 143-154. 

Izzo, M. V., Yurick, A., & McArrell, B. (2009). Supported eText: Effects of text-to-speech on access and 
achievement for high school students with disabilities. Journal of Special Education Technology, 24(3), 9-20. 

MacArthur, C. A., Ferretti, R. P., Okolo, C. M., & Cavalier, A. R. (2001). Technology applications for stu- @ 
dents with literacy problems: A critical review. Elementary School Journal, 101, 273-301. 

Pohlmann, B. (1999-2011). Strategies to implement technologies in a classroom. Retrieved June 5, 2011, from: 
http://www.ehow.com/way_5984431_strategies-implement-technology-classroom. html 


Strategy 16.2 


Using Technology to Support Inclusion 425 ™& 


USING THE SMART BOARD TO TEACH 


IN AN INCLUSIVE CLASSROOM 





Rationale 


Smart Boards, generically known as interactive whiteboards, are a relatively recent devel- 
opment in education but one that has become ubiquitous in classrooms throughout the 
United States. Teachers can use them like a traditional blackboard or whiteboard, but the 
Smart Boards also work like a computer screen, only much larger. As something is projected 
on them like it might be on a computer screen—for example, a Website or a PowerPoint 
presentation—teachers or students can write or draw on the screen with special pens, and 
then save the screen image in a file for later reuse. Smart Boards have several benefits: They 
are interactive, increase engagement, maintain attention, allow students to focus better, allow 
teacher-made or predeveloped lessons to be presented, and are appropriate for use with the 
whole class, groups, pairs, or individual students. Some recent research has demonstrated 
benefits of using Smart Boards with students with disabilities. 


Step-by-Step 


@ Make sure you are familiar with how the Smart 
Board operates. Know how to turn it on, connect to 
the Internet, navigate the Internet, use different colored 
Smart Board pens and the eraser when the Digital Ink 
Layer is open, save your notes in a notebook file using the 
Capture Writing button, and close the Digital Ink Layer. 


> © Select an appropriate lesson for your class or for 
the group. The lesson should be based on local, state, 
or national standards. You can create your own lessons 
or you might visit the Smart Exchange (http://exchange 
.smarttech.com/search.html?m=01) to see and download 
lessons suggested by other teachers. You can also submit 
lessons. 


& Think about the students with special needs in your 
classroom or group and how you might need to accommo- 
date them. Smart Boards have been shown to be effective 
tools for students with intellectual disabilities, learning 
disabilities, and autism spectrum disorders. Other stu- 
dents with special needs, like ADHD, might also benefit. 
Considering the needs of students, you might 
¢ Arrange their seating to be closer to the Smart Board. 
¢ Make sure they are attending when directing your 
instruction to other students so they can take advan- 
tage of incidental learning opportunities. 


Applications and Examples 


¢ Embed material appropriate to their level in the 
lesson and call on them to respond—for example, 
vocabulary words or comprehension questions. 

¢ Provide gestures or verbal or physical prompts to get 
them to respond appropriately. 

¢ Pair them with a peer buddy to help them respond 
and create. 

¢ Provide extra time for them to respond. 


@ At the completion of the Smart Board activity, fol- 
low up with written or verbal assessment activities to 
determine if students have learned what you have 
taught. 


& You can also use the Smart Board for “show and 
tell.” Let students prepare their presentations individu- 
ally or in pairs and groups using PowerPoint, then ask 
them to share it with the class. Students can be more 
creative and expressive and will not have to physically 
manage posters or large displays. 


6] The Smart Board can serve as a great tool for prepar- 
ing for tests by reviewing facts, playing games, or present- 
ing problems. Let students work individually or together as 
they prepare. 


At Gilpin Manor Elementary School in Elkton, Maryland, you will find Smart Boards in 
nearly every classroom; there is even a plan to install one in the gym. Teachers stand in 
front of the room, projecting different types of materials onto the Smart Board and highlight 
the material in different ways. Gilpin Manor’ students with disabilities enjoy lessons from 
the Smart Board. Melissa Pratt, the pre-K interventionist at Gilpin Manor, said, “With the 
implementation of the Smart Board—because we know our kids are bombarded with video 
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games and movies— . . . we can make it interactive, we can have animation. I did the story 

of Goldilocks and we actually got to see Goldilocks eat the different things, break the chairs, 

run away when the bears came home—and those kids . . . they saw the movement and were e 
engaged and they can answer some questions. So I think technology is going to be the gate- 

way, especially for your nonverbal children, it’s giving them another way to communicate.” 
Allison McMahon, the AT specialist added, “It's multisensory. They’re touching, they're see- 

ing, they’re moving, so yeah, absolutely.” 







Keep in Mind 
Smart Boards can be powerful learning tools, but like other types of technology, they should 
not be used simply for entertainment, but for meaningful instruction. Although they will be 
effective for much instruction, for individual students with disabilities, there is always a need 
to fit the instruction to meet the student’s needs. 
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USING READ 180 INTHE CLASSROOM 





Rationale 


READ 180 is Scholastic’s comprehensive reading intervention program for students reading 
below the proficient level in grades 4-12. According to its Website,! READ 180 underwent 
an extensive research and developmental process that began in 1985 and continued through 
1999. A recently produced Compendium of READ 180 Research (Scholastic, Inc., 2006), provided 
by the publisher, offers the results of extensive evaluation analyses and research conducted in 
school districts throughout the United States. Among the findings reported are the following: 


¢ All struggling readers need to be engaged and given incentive to learn to read. 

* The READ 180° program and services are strongly aligned with the 15 elements (neces- 
sary to improve reading skills) cited in the Reading Next report (Biancarosa & Snow, 2004). 

¢ READ 180 is the result of many years of educational research and development (Scholas- 
tic, Inc., 2006, Compendium of READ 180 Research, pp. 4-5). 


Step-by-Step 


Gs Become knowledgeable about the material. READ Resources for Differentiated Instruction. In this group the 
180 requires teachers to begin by studying the comprehen- teacher focuses on individual student needs and pro- 
sive teachers material that comes with the product. The vides differentiated instruction. 

publisher offers teachers printed materials and also a two- * Computer instruction: In a second group, students use 
day staff development session to learn to use its materials. the READ 180 Software independently, which pro- 


Q vides intensive, individualized skills practice. 
4 Allocate adequate instructional time. READ 180 * Independent reading: In a third group rotation, stu- 


is designed for use in 90-minute blocks of time per day, dents build reading-comprehension skills through 
5 days a week. During the 90-minute instructional period, modeled and independent reading of the READ 180 
the teacher uses the READ 180 materials to provide sys- paperbacks and audiobooks. 


tematic instruction in reading, writing, and vocabulary. 


5) End the daily instruction with whole-group instruc- 
tion. The 90-minute session ends with 10 minutes of 
whole-group instruction. 


© Start with whole-group instruction. The first com- 
ponent of daily instruction includes 20 minutes of 
instruction to the whole class. Students then break into 
three smaller groups that rotate through three 20-minute 


siti |p ARE 6, Evaluate individual and group performance. The 


teacher can use the READ 180 built-in assessment to 
gauge the progress of each student. The results of the 
assessment allow teachers to group students for small- 
group instruction and to assign leveled READ 180 paper- 
back books for independent reading. 


4 | Divide the class into three small groups of comparable 
ability. The small-group rotations include the following 
grouping patterns: 
¢ Small-group instruction: The teacher works with one 
small group using the READ 180 book (rBook) and 


Applications and Examples 

The Charleston County School District (2006) described how several schools in its district 
used READ 180 and some of the results of its usage. Here is how the program was used in 
two schools: 


In Chicora Elementary School, one fifth-grade teacher used READ 180 during her daily 
reading block. The teacher used the basal reader during whole-group instruction and then 


‘READ 180 is produced by Scholastic, Inc. Much of the content reported here is based on the publisher's Website at http:// 
teacher.scholastic.com/products/read 180/. 
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rotated only the lowest-performing students through the READ 180 stations. The remaining 
students worked on other reading-related projects during these rotations. Teachers at Good- 
win Elementary School used READ 180 in the three fifth-grade classes during reading block. 
Goodwin had one full set of READ 180 materials and one partial set of materials that the three 
fifth-grade teachers shared. The lack of materials made it challenging for all three teachers 
to fully implement READ 180. Two teachers therefore used the READ 180 materials to aug- 
ment their reading instruction, primarily using the computer component of READ 180. The 
third teacher used all components of READ 180, implementing it in a fashion similar to that 
of the fifth-grade teacher at Chicora, using the basal reader during whole-group instruction, 
and then rotating the lowest-performing students through the READ 180 stations while the 
other students worked on other reading-related projects. (Charleston County School District, 
2006, pp. 1-2) 


Keep in Mind 


publisher or from the school district’s instructional technology department. 
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The value of READ 180 to students may depend on how well teachers are prepared to use 
it and how well they adhere to the recommended instructional practices. Teachers are likely 
to use the program more effectively if they have attended the in-service sessions provided by 
the publisher, are knowledgeable about how the instruction is to be provided, and can imple- 
ment the program in the prescribed manner. Even so, there is always the chance of technical 
glitches occurring. Adequate technical support therefore should be available either from the 


¢ 
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USING THE COMPUTER GAME PLATO® 
ACHIEVE NOW ON PSP® (MATHEMATICS) 
TO IMPROVE STUDENTS’ HOMEWORK 


Strategy 16.4 






Pa 


PERFORMANCE 


Rationale 


With the development of Achieve Now on the PSP (PlayStation® Portable) system produced by 
Sony, PLATO Learning is attempting to provide a medium to students in elementary and middle 
school grades that will motivate them to engage in learning math and other subjects. PLATO 
maintains that by providing the opportunity to learn math skills through a popular medium 
such as the PSP, students will be more likely to increase their learning time, family support for 
educational activities will increase, and student attitudes and motivation will improve. 

On its Website, PLATO presents three evaluation reports (not true experimental stud- 
ies) that show improvement in students’ performance over time when the Achieve Now 
program was used. Because of other possible sources of influence, however, it is not possible 
to determine that the gains could be attributed solely or primarily to the product. Other 
researchers, however, have shown some support for the idea that students will learn more 
when they are using computer games (see “Key References”). 


Step-by-Step 


a Determine students’ current skill level and needs. 
In order to benefit the most from the Achieve Now pro- 
gram, the teacher will need to identify the student’s cur- 
rent instructional needs and assign the appropriate lesson 
for the student. 


& Review available lessons. A variety of lessons are 
presented in game form for students to practice on the 
PSP. Sample games and their contents follow: 


* Calis Geo Tools™: This is an open-ended program for 
practicing and mastering basic mathematics concepts. 
Various activities allow students to explore concepts 
of congruence, symmetry, and spatial relationships. 

¢ Math Gallery™: This program provides multimedia 
mathematics manipulatives that allow students to 
acquire a concrete understanding of mathematics. 
Areas covered: geometry, measurement, probabil- 
ity, statistics, rational numbers, number sense, and 
computation. 

¢ PK.’ Math Studio™: This collection allows students to 
master basic mathematics concepts by solving word 
problems, applying concepts and strategies to build 
expressions, and analyzing and discovering rules 
that govern patterns and functions. 

¢ PK.’ Place™: This set of lessons provides practice in 
mathematics and problem solving. Areas covered are 
concepts of operations, experiments, number theory, 
computation, geometry, statistics and probability, 
and integration of concepts across strands (e.g., alge- 
bra patterns, estimation, and estimates). 


* The Quaddle Family Mysteries®: This program helps stu- 
dents develop their mathematics skills and become 
active problem solvers. Areas covered: concepts of 
measurement such as length, area, perimeter, weight 
and capacity, volume, time, and temperature. 

° The Secret of Googol®: These lessons help children 
develop a strong foundation in mathematics. Areas 
covered are geometry and spatial sense, concepts of 
whole numbers and groups, concepts of operations, 
computation, and problem solving. 

* Timeless Jade Trade®: This program engages students 
in concentrated study of mathematical concepts such 
as fractions, decimals, and percentages. 

* Timeless Math®: This is a series of mathematics chal- 
lenges that broaden students’ awareness of other 
cultures while strengthening their mathematics skills. 
Areas covered are rational numbers, concepts of 
operations, geometry and measurement, statistics and 
probability, relations, functions, and number theory. 


ee Allow students to practice in the classroom. Observe 
students’ abilities to use games appropriately. Although 
many elementary and middle school students today can 
easily handle PlayStation technology, it will be important 
to allow them to practice the math lessons under super- 
vision in order to ensure that they are attending to the 
problems and attempting to find the correct responses. 


4) Create additional homework assignments. Direct 
students to the appropriate lessons for homework 
assignments. 
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© Probe students’ skills to ensure learning. As with all with the programs and the PSP, but this does not guar- 
academic learning activities, it is important that teachers _antee that learning is occurring. To know this requires an 
use individual probes or curriculum-based assessments —_ independent evaluation. 

to assess student progress. Students may enjoy engaging 


Applications and Examples 


Here is a report taken from the PLATO Learning (2008) Website describing how one school 
in Mississippi used the PLATO system: Holly Springs Intermediate served over 500 students 
in grades 4 through 6 and had a 97% African American student population. In 2002, Holly 
Springs began using PLATO Achieve Now, The PLATO Network, and PLATO eduTest 
Assessment in a special, grant-funded project. The school district selected 120 fourth graders 
to learn using The PLATO Achieve Now Program; students were pretested in September 
and posttested in May. As part of the project, teachers attended staff development sessions 
to analyze pretest results and to determine greatest areas of need. Subsequently, The PLATO 
Achieve Now Program was aligned with the district's curriculum and the Mississippi State 
Standards. During the year, teachers provided direct instruction in the classroom, and stu- 
dents were allowed to check out PlayStations for use outside the classroom. 






Keep in Mind 
Students in elementary and middle schools are likely to find game-based activities on a PSP 


very attractive and fun to play. But be warned: Learning will not automatically improve when 
students are provided with these games. It is critical that you provide instruction in the class- 


¢ 


room, that students know how to use the devices and can use them independently, and that 
you evaluate their learning in a traditional way. 
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Strategy 16.5 : 





Rationale 


Various educational technology programs allow students to work independently on com- 
puters to develop or improve basic skills. The advantage of this technology is that students 
can work on required skills while the teacher provides direct instruction to other students. 
As the student engages with the program, she is presented reading or math activities that 
require a response. Depending on the program, a variety of features may be included, such as 
attractive graphics, game-like formats, visual and auditory prompts, feedback to the student's 
responses, and directions for more practice. Programs can also monitor student progress and 
provide reports to the teacher on this progress. 

The issue, then, is which program(s) to select. Usually, programs are not decided by 
an individual teacher but by a school district technology director working in concert with 
a district-wide committee. At times, however, you may need to play a role in the decision- 
making process or be asked to provide feedback about a program you are currently using. 


Step-by-Step 


& Determine classroom needs. Identify which students 
will use the program, their ages or grade levels, specific 
skills they need more work on, their cognitive and learn- 
ing abilities, any sensory and physical limitations, and 
their ability to interact with a program independently. 


4 Q Determine if the program addresses classroom 


- 


needs. Note the grade levels the program covers, the 
objectives addressed, and if they are linked to national, 
state, or local standards. 


&} Evaluate the interface design and user appeal. Does 
it appear pleasant and engaging from your students’ point 
of view? Does it enhance engagement rather than interfere 
with learning? Are the screen layouts, graphics, colors, 
and auditory stimuli pleasing, or might they detract from 
the content? 


@ Consider the instructional design aspects of the 
program. Determine if the program can diagnose current 
academic ability and if lessons are structured and pre- 
sented in a systematic manner based on a hierarchy of 
objectives. Also assess the amount of practice the program 
allows and if it provides practice for skill generalization. 


Applications and Examples 


Determine if the program provides immediate feedback 
to students, if it monitors progress, and if it provides 
reports to the teacher. 


oy Determine whether the program can be used in dif- 
ferent locations. Find out if the program can be used 
only in the classroom or if it can be transported to other 
places such as the computer lab or the student’s home. 


@ Determine the technical features and requirements 
of the program. Is the program Web-based or stand- 
alone? Will you have sufficient hardware and technical 
support? You will need to determine if you have adequate 
memory, workstation networking, or Internet connectiv- 
ity. You should also find out if the vendor will provide 
training and technical support. 


wa Look for information about the effectiveness of the 
program. Look at the vendor's Website for reviews pro- 
vided by professional organizations and for published 
studies in professional journals. Ask vendors to tell you 
who is using the program, and then contact these users. 
Ask about teacher satisfaction with the product as well as 
improvement in student performance outcomes. 


Teachers who successfully incorporate educational technology into their instructional 


activities tend to do so in the following ways: 


¢ They work with other teachers who are also using technology and are supportive of each 


other. 


¢ They are supported by their schools and school districts and often supported by a 


technology coordinator or director. 
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* They receive adequate staff development and in-class support to help them use the 


technology. 
¢ They often work for principals who are knowledgeable about technology and who 


provide leadership for its use. 
¢ They generally have good relationships with their students and use effective classroom 


management practices. 


Keep in Mind 

Educational technology can add an important element to the instruction of students in many 
ways. Most importantly, the teacher needs to understand how the software works and in what 
ways it will address student needs. At that time, a valuable tool may be available to assist 
students with their academic challenges. 
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A DECISION-MAKING PROCESS 
FOR SELECTING ASSISTIVE 
TECHNOLOGY DEVICES 


Strategy 16.6 






Rationale 


Assistive technology devices can be useful to many students with disabilities; however, 
many times the student may not benefit from the device as intended. Several reasons can 
explain this lack of benefit: The device may not match the student’ need, the student may 
not have the necessary skills to use the device, use of the device may not be acceptable to the 
student or the student's family, or the device may not operate as intended. For AT devices to 
be used most effectively, it is critical that the most appropriate device be found to meet the 
student’ need in the context in which the student will use the device. Because so many de- 
vices exist, it may be tempting to simply select a device “off the shelf” or recommend a device 
because it seems as though it would be useful to the student. However, several authorities 
have noted the importance of undergoing a thoughtful and detailed process to find the most 
appropriate device and to put it into service with the student in a way that best ensures 
its correct use. Next we provide recommendations for correctly selecting and appropriately 


using AT devices. 


Step-by-Step 


.) Involve the IEP team in the decision-making pro- 
cess. When considering the need for an AT device, the 
IEP team should collectively have enough knowledge to 


) make a decision. At least one person on the team should 


, 


have some knowledge about available devices, and other 
members of the team should have knowledge about the 
students curriculum and functioning in different areas 
including physical ability, language development, and 
any other area that may be pertinent. 


GR Determine the specific needs of the student. The 
IEP team should select an AT device in response to 
clearly defined goals and objectives with the intention of 
enhancing skills. 


@& Consider student characteristics and abilities. Dif- 
ferent AT devices have different levels of complexity and 
different use requirements that the IEP team should con- 
sider in light of the student's abilities. The team must 
take into consideration the student's intellectual, physi- 
cal, sensory, and social abilities. Whenever possible, the 
team should also attend to the student’s preference for a 
device. 


@ Determine where the student will use the device. 
Although some devices may be appropriate for use in 
only one setting, others may be useful or necessary for 
several settings. The IEP team therefore must consider 
the transportability of the device, its size, and its dura- 
bility, among other factors. 


& For AAC devices, determine with whom the device 
will be used. The team should consider the targets of 
the individual when he uses an AAC device. If the target 
audience is limited, the select individuals can be instructed 
in the meaning of the signs, icons, or expressions that the 
device indicates. If the audience is broader, the production 
of the device must be relatively clear and unambiguous. 


6 ] Determine how well the device must operate. Con- 
sider how fast and durable a device must operate and to 
what degree or breadth it must perform. A device in need 
of constant repair will not be often used or will soon be 
abandoned. 


7) Consider practical constraints in acquiring the de- 
vice, and determine if they can be adequately addressed. 
Specifically, the team must consider different funding 
sources for the device, the availability of the device or 
equipment, and how long it may take to arrive. Team 
members should also consider who will teach the stu- 
dent to use the device and should interact with others, 
such as family members, about the use of the device. 


8 ] Consider the response to the device within the stu- 
dent’s family and cultural contexts. Finally, the IEP team 
must give a great deal of thought as to how the AT device 
will affect the family of the individual with disabilities on a 
daily basis. The team should also consider how the student 
will use the AT device within the family and what effect it 
might have on family activities, routines, and resources. 
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Applications and Examples 


The selection of an AT device requires an IEP team to consider many issues. As one authority 
stated, “To most effectively match assistive technology devices and services with any individual 
with a disability, team members must consider five parallel domains: (a) user characteristics, 
(b) family issues, (c) cultural factors, (d) technology features, and (e) service system consid- 
erations” (Parette, 1997, p. 271). 

An often overlooked but important factor when selecting an AT device is the possible 
impact of a device within the family routine. For example, the device can affect communica- 
tion within the family, change family members’ roles and activities, and create new demands 
for family members. Additionally, many AT devices require parents or caregivers to learn 
how they operate and how to maintain them. This instruction of family members is consid- 
ered an essential AT support service, but it requires additional time and effort on the part 
of family members. 


Keep in Mind 

Assistive technology devices can be very useful, but many are sitting on shelves in schools 
and are not being used. Some are ordered and then never used; others are used briefly and 
then left on the sideline. This means there is a loss of both money and a student’s potential— 
because the student did not use an appropriate device. Adhering to the guidelines presented 
in this strategy can help avoid these costly mistakes. 
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& RELATED SOFTWARE TO SUPPORT 
STUDENT WRITING 





Rationale 


Many students with learning disabilities have difficulty with written expression. When asked 
to write, they may try to avoid the task, and sometimes exhibit behavior problems, or simply 
not comply with the teacher's request. When they do try to work on a written assignment, 
they may not organize or plan their assignment very well; may produce written work full of 
spelling, punctuation, and grammatical errors; will likely use fewer words than their peers 
without disabilities and not vary their vocabulary; and then turn in an unedited, illegible 
paper. 

Such outcomes as these may be avoided if teachers invest adequate time teaching stu- 
dents strategies to use word processing and related software to plan, create, and edit written 
products. Research has shown that when students use word processors to produce written 
documents, they tend to write more, have fewer errors, and produce written documents of 
higher quality (see “Key References,” following). 


Step-by-Step 


ee Using selected software, teach students writing for their context (e.g., homonyms), not identify- 
skills using the following steps: ing the correct spelling of a misspelled word in 

* Help students organize their written assignment. the correction list, and the inability of the student 
Students can use programs such as Inspiration to help to identify the correctly spelled word from the list. 

¢ them brainstorm and create the major components Teachers need to carefully monitor the use of spell 


of their writing assignment and synthesize the con- 
tents into related categories. Students need teacher 
instruction in how to create and complete their orga- 
nization. Teacher-provided models and feedback on 
their creations will be helpful. 

Teach students to use word prediction to help 
with spelling weaknesses. Word-prediction soft- 
ware allows students to type in the first few letters 
of a word and then offers the student a list of words 
to select to insert. The dictionaries included in many 
word-prediction software programs allow teachers to 
add custom words for special topics such as science 
projects. 

Use voiced text to allow students to review what 
they have written. Voiced software converts writ- 
ten text into spoken words and will often highlight 
the written text as the voicing of each word occurs. 
This process allows students to listen to their written 
work and make corrections as necessary. 

As students write, teach them to use spell check- 
ers. Spell checkers are not perfect, but they may be 
helpful to students. Problems with spell checkers 
include failing to identify words that are misspelled 


checking in order to ensure correct usage. 


¢ Encourage the use of a thesaurus to help students 
build and use different vocabulary. A thesaurus 
offers students alternative vocabulary to help elimi- 
nate the overuse of certain words. However, teachers 
should carefully monitor the use of alternate words to 
make sure they fit the context of the written material. 


¢ Help students review and edit their work using 
grammar checkers. We all know that. grammar 
checkers can be both a help and a hindrance. Stu- 
dents may use them to find errors, but sometimes 
they may work against the writer’s purpose. If stu- 
dents use grammar checkers, the teacher needs to 
support students in understanding the grammatical 
error that is identified. 


8 Evaluate the student’s work, and provide feedback. 
Feedback to the student should address the written 
product, the components of the product (organization, 
grammar, spelling, etc.), and the use of the software as 
part of the writing process. The teacher should point out 
areas of weakness to the student and provide opportuni- 
ties to improve on those areas. 
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Applications and Examples 


Here is how one student benefited from the use of AT software to facilitate writing: © 


With the use of an organizational program, Joe is able to enter his research into a semantic 
web and then convert the web into an outline. Using the outline and a word-processing pro- 
gram, Joe pairs a verbal rehearsal strategy with word prediction. For each component of the 
outline, he generates a sentence aloud before typing it. He then uses the voice output feature 
to read back what he has written, at first, sentence by sentence, but then less often as his self- 
confidence grows (Montgomery and Marks, 2006). 


After Joe finishes his draft with the help of AT software, he uses word programs to polish his 
effort. The thesaurus helps him replace some words he uses repeatedly in the document, and 
then spell-check and grammar check features allow him to produce a final product. 









Keep in Mind 
The software discussed here will not improve students’ writing without sufficient direction 
from the teacher. For success to occur with writing, students need much practice with feed- 
back. As students find that the software can accommodate their weaknesses, the quality of 
their writing content may improve. As with all learning, the more time invested in the pro- 
cess, the better the outcome. 
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TEACHING STUDENTS WITH 
DISABILITIES TO USE CALCULATORS 


Strategy 16.8 





Rationale 


Educators continue to debate the use of calculators by students who are learning math skills. 
One side takes the position that calculators can allow students to deal easily with simple 
calculations, focusing their mental energy more on using reasoning to solve problems. The 
other side maintains that students should learn basic arithmetic facts so they can apply them 
automatically when needed. Many experts feel the argument is not needed and maintain that 
although it is important for students to learn basic math facts, they also should be allowed to 
save time by using calculators (see “Key References,” following). 

For some students with disabilities, calculators are a helpful tool that allows them to 
overcome a serious weakness. Even though these students can often improve their math 
skills, the issue is often one of finding the correct answer in a short period of time. In these 
cases, their calculating abilities may be inadequate, so that without the use of a calculator, 
they may not be able to handle the immediate situation. A calculator, therefore (and some- 


) 


times a talking calculator), becomes an important AT device. 


Step-by-Step 


& When students can memorize math facts, they 
should. Many students with learning disabilities and 
other mild disabilities can learn math facts, including 
addition, subtraction, multiplication, and division facts, 
and various drill-and-practice games will help them do 
so. Teachers, especially those teaching younger students, 
should not avoid teaching facts with an assumption that 
the students will always be able to use a calculator. 


&} Begin teaching the use of calculators as students 
learn math facts. As students learn basic facts, teach 
them simultaneously how to use calculators. Create 
games that allow students to respond as fast as possible 
(in writing or orally) to math fact quizzes, then let them 
check their answers with calculators. 


& Teach students to estimate the correct answers to 
problems. Even when students use calculators, it is easy 
to make keying errors that lead to incorrect calculations. 
For this reason, students should learn to estimate the 
answer when the problem uses large numbers. They can 
then compare their estimated answers to the calculated 
answers in order to determine if the latter are probably 
correct. 


@ Teach students to use appropriate operations (+, 
-, x, +) to find answers. If the value of the calculator is 
to help students find answers quickly, it is essential that 
they learn which math operations are necessary to solve 


particular specific problems. It is critical that students 


learn what math operations mean and when to apply 
them. 


& Younger children can use calculators to play games 
to learn math functions and facts. Allowing younger 
elementary-age students to play games with the calcu- 
lator will help them learn the meaning of operations. 
These games should include items that can be manipu- 
lated while calculations are being conducted so that the 
children can see the relationship. 


6 ] Apply skills using calculators to solve word prob- 
lems. Solving word problems presents a great challenge 
for many students with disabilities. Teachers should 
place a great deal of focus on reading and understanding 
these problems and using calculators to solve them. 


@ Teach students to use calculators in real-world 
applications. Particularly as students grow older and 
must learn to operate in the real world, it is important for 
them to have practice using the calculator in community 
settings. At this time, it is also be important to focus on 
estimating. 


@ Some students benefit from talking calculators. Stu- 
dents with visual problems and some students with 
learning disabilities benefit from talking calculators. These 
calculators allow the user to enter numbers (usually the 
keys are quite large and easy to see) and hear the answers 
to their calculations. 
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Applications and Examples 


When working on skills with students using calculators, the first thing to remember is that 
the skills should not be dissimilar to skills being learned by other students. The best guide 
for teachers are the curriculum standards used for other students. Most states have such stan- 
dards, and most often these are based on the standards of the National Council of Teachers 
of Mathematics. 

Some students with disabilities are at a disadvantage in achieving higher-level standards 
because they lack basic skills that they have not been able to adequately master. For those 
students, the IEP team should consider the calculator to be an AT device that will allow the 
students to master these skills. 


Keep in Mind 

Even with calculators, many students with disabilities are at a disadvantage because of 
their difficulties in translating information provided in a word problem or in a contextual 
situation into knowing the math operations that they should conduct. The calculator is help- 
ful in arriving at correct answers only if the students can enter numbers and operations 
appropriately. As with other skills learned by students with disabilities, practice is necessary 
for them to learn to use calculators effectively. 
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SUPPORTING STUDENTS WHO USE 


AUGMENTATIVE/ALTERNATIVE 
COMMUNICATION DEVICES 


Rationale 





The development of augmentative/alternative communication (AAC) devices has opened 
up the door of communication for people who years ago could not express their needs, 
wishes, and thoughts. These devices range from something as simple as a board with small 
objects, pictures, or symbols for a student to point to, to a very sophisticated (and expensive) 
device that will produce completely synthesized speech when the person types letter keys, or 


touches words, symbols, or pictures. 


The identification of an appropriate AAC device, the interface the individual will have 
with it, and the range of the vocabulary for the device are among the issues that the IEP 
team needs to address before a student can acquire and learn to use a device. This assess- 
ment process often is conducted by a speech-language pathologist (SLP) with specialized 
preparation. However, this person needs assistance from other key individuals, such as the 
classroom teacher, in making many of these decisions. Additionally, the SLP seeks the coop- 
eration of these individuals in providing supports for the student using the AAC device so 


that the student will achieve improved communication. 


Step-by-Step 


& Develop a communicative rapport with the student. 
The best communication is natural communication. 


‘ Develop a comfortable rapport with the student so that 


your interactions do not seem strained or artificial. 
Always assume that the student can understand what you 
are saying, but at the same time, try to say what you mean 
in a way that is most likely to be understood. Having a 
good sense of humor and joking around are always good 
ways to build rapport. 


$3 Make sure the student has continued access to the 
device and that it is functioning appropriately. Students 
who use an AAC device need to have as much access to it as 
possible, and the teacher should make sure that the device 
is working appropriately. It is not the teacher’s responsibil- 
ity to fix a broken AAC device, but it is important to let the 
SLP know if the device is not working as it should. 


& Encourage the student to communicate at natural 
times. The more opportunities a person has to use an 
AAC device, the better he will be able to do so. All 
teachers and other key people in the AAC user’s envi- 
ronment should not let him fade to the communication 
background but should encourage his communication 
whenever the chance occurs. 


Applications and Examples 


4) Promote interactions with other students. Interac- 
tion with peers is perhaps the best way to promote com- 
munication, and students with disabilities often improve 
their communication skills in contexts where peer inter- 
action is promoted. However, because AAC devices can 
inhibit the initiation of communication, prompting peer 
interactions can be very important. 


5) Ask open-ended questions, and encourage questions 
from the student. Often, when people use AAC devices, 
others tend to limit the nature of verbalizations with 
them, such as asking yes or no questions. It is better for 
students if others ask questions or elicit comments that 
might require them to stretch their ability so they can 
develop more elaborate responses. 


6 Be aware of issues related to handling, maintenance, 
transportation, and storage of the device. As we've said, 
AAC devices can range from very simple to very elaborate. 
Those that are more sophisticated can be quite expensive 
to purchase and repair. It would be a good idea for you 
to understand any appropriate procedures and cautions 
that you should take when you must handle the device. 


Chloe is a 10-year-old fourth grader with multiple disabilities. She uses a digitized AAC 
device that includes pictures of food and activities to state her wishes for snacks and different 
choices throughout the day. When it is time to make a choice, Chloe’s teacher prompts her to 
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look at her device and indicate her selection. If she does not respond, the teacher physically 
prompts her by moving her hand part of the way toward the board while asking her what 
she would like. When Chloe pushes the button, the communication device sounds out the 
word or the phrase that she has pressed, and the teacher (or others) responds. For example, 
if the teacher asks Chloe if she would like something to drink, Chloe responds by pressing 
the button for “juice, please” if she is thirsty. Other AT devices allow Chloe to participate in 
other ways during the day. 


Keep in Mind 

Having an AAC device does not mean that the student will be able to overcome all communi- 
cation limitations, nor does it mean the device will be the sole manner in which the student 
communicates. As with other AT devices, an AAC device is only another tool that helps the 
student bridge the gap between current ability level and achieving a useful outcome. The 
efforts of the classroom teacher, along with the expertise of the SLP and the involvement of 
the family, increase the chance of a successful outcome. 
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MOTORIZED WHEELCHAIRS 





Rationale 


A persons ability to move around serves many important purposes. Early in life, movement 
is a critical part of learning and development, and young children who have limited mobility 
are at a disadvantage. Movement allows children to develop cognitive and perceptual abili- 
ties as well as communication and social skills. Impaired mobility therefore not only limits 
a child’s movement from one place to another but has an overall detrimental effect on her 
general development. 

Including students in wheelchairs in regular classrooms allows them to maintain their 
social relationships with their classmates and gives them the chance to participate in the 
general curriculum. Inclusion, however, may require that teachers are aware of accommoda- 
tions for the student and some basic conditions necessary to facilitate the student’s involve- 
ment and mobility. These are discussed next. 


Step-by-Step 


& Discuss the student’s needs with a physical thera- 
pist, and evaluate your classrooms accommodations 
for the student. Physical therapists (PTs) are key profes- 
sionals who can help design classroom arrangements and 
conditions that can allow physical closeness and partici- 
pation by students in motorized wheelchairs. It is also 
important for the PT to discuss with you any discomfort 
of the student so that he is not distracted from learning 
activities. In the classroom, the teachers should ensure 
ready access to all parts of the room, including centers 
and materials. 


@ Monitor the student’s position in the wheelchair, 
and be aware of comfort level. The PT should provide 
you with instructions about the correct positioning of 
the student in the wheelchair, and you may need to mon- 
itor the student to make sure that this position is main- 
tained. Sometimes it will be important for the student to 
be repositioned in order to be more comfortable. 


=} Know when the student may leave the wheelchair 


and how to assist with the transition. The student will 
sometimes need assistance to get out of the wheelchair 


Applications and Examples 


and into another position. At times, you, and perhaps 
another teacher or an assistant, may need to help the 
student move. The PT can provide you with instruction 
regarding the correct way to move someone. 


4] Be aware of the basic operating procedure of the 
wheelchair. You do not need to be a mechanic, but you 
should be aware of some of the basic parts and proce- 
dures that operate the wheelchair. At a minimum, you 
should know about the on-off switch, the chair lock, the 
control device used to direct the chair, the clutch for en- 
gaging the wheel, and the belt used to drive the wheel. 
Generally, in order for the wheelchair to move, plugs 
must be tightly plugged in, the brakes off, the clutch en- 
gaged, and the power turned on. 


© Make sure the student operates the wheelchair 
safely and correctly. Like other students, those in wheel- 
chairs will sometimes want to show off, move too fast, or 
not follow common classroom rules. Students in wheel- 
chairs should know how to operate their wheelchairs 
safely and follow the rules for doing so. 


When Jason was 4 years old, he was diagnosed as having Duchenne muscular dystrophy. The 
condition resulted in a gradual loss of muscle control and ultimately in the loss of Jason's 
ability to walk. Although his parents were devastated by his condition, they wanted to make 
sure that he remained a full participant in all life activities including school. At first, Jason 
was mobile in a manual wheelchair, but as his arm muscles began to weaken, he required 
the use of a motorized wheelchair. Now 11 years old and in the fifth grade, Jason is involved 

4 as much as possible in regular class activities. He continues to have a positive outlook and is 
supported by his family, friends, and teachers. Jason's chair is an important form of assistive 
technology that facilitates inclusion. 
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Keep in Mind 

Misbehavior may be occasionally acceptable, but when the student is powering a device that @ 
may weigh up to 400 or 500 pounds, acting out can potentially cause serious harm to the 
driver or other students in the area. Students should be disciplined to be careful. 
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Ability grouping: An instructional arrangement that allows 
students with common learning characteristics to benefit from 
targeted instruction. 


Absence seizures: Also referred to as petit mal seizures, 
these seizures are very brief, lasting perhaps 1 to 10 seconds, 
with the person experiencing a loss of consciousness but other- 
wise remaining fixed in position. 

Accommodations: Changes in curriculum, instruction, 
and/or grouping arrangements to meet the needs of students 
with disabilities in general education classrooms. 
Acoustical amplification system: A device that serves 
to increase the volume and intensity of sound directed toward 
a student or group of students. 

Adequate yearly progress (AYP): The No Child Left 
Behind Act mandates that all students make AYP. Each state 
defines AYP, which is intended to measure student progress and 
ensure that all students experience continuous and substantial 
growth in academic achievement. 

Advance organizer: Information that is used to introduce 
a new topic that may include an overview of the topic, goals for 
learning, how the new information is organized, and connec- 
tions of the new information to previous knowledge. 
Aggression: Physical or verbal attacks that use intimidation 
and manipulation to get one’s own way. 

Alternate assessments: The use of nontraditional meth- 
ods of measurement to judge student performance. 
Alternative grouping strategies: Used to support stu- 
dents who do not make adequate progress using whole-group 
instruction. Includes a range of small-group alternatives for in- 
struction that reduce the number of students being taught and 
facilitate the use of effective instruction. 

Alternative routes to certification: Nontraditional 
approaches to teacher preparation of varying length and inten- 
sity that circumvent traditional university training efforts. 
Americans with Disabilities Act (ADA): An act that 
requires nondiscriminatory protection of civil rights and acces- 
sibility to physical facilities and applies to all segments of society 
with the exception of private schools and religious organizations. 
Amphetamines: A type of stimulant medication used to 
treat the symptoms of attention-deficit/hyperactivity disorder 
(ADHD). Amphetamines include Adderall and Dexedrine. 
Anxiety: Uncomfortable physical and mental signs of distress 
concerning our daily life challenges. 

Applied behavior analysis (ABA): The application of 
the scientific method and behavioral principles to the observa- 
tion, study, and modification of behavior. 


Asperger's disorder: An autism spectrum disorder char- 
acterized by qualitative impairments in nonverbal behaviors, 
social relationships, interests, and social and emotional reci- 
procity, but, unlike autism, it involves no delays in language or 
cognitive development. 


Assistive technology (AT): Technology that helps indi- 
viduals with disabilities function more like those without dis- 
abilities by helping to bridge the gap between what a person 
can do and what he or she may need to do. 

Assistive technology devices: Any item, piece of 
equipment, or product system used to increase, maintain, or 
improve functional capabilities of a student with a disability. 
Assistive technology services: Any service that direct- 
ly assists in the selection, acquisition, or use of an assistive tech- 
nology device. 

Asthma: A chronic lung condition that can result in attacks 
and difficult breathing, wheezing, coughing, excess mucus, 
sweating, and chest constriction. 


Ataxia: A form of cerebral palsy characterized by lack of bal- 
ance and uncoordinated movements. 


Athetosis: A form of cerebral palsy characterized by invol- 
untary muscle movements. 
Attention-deficit/hyperactivity disorder (ADHD): 
“A persistent pattern of inattention and/or hyperactivity- 
impulsivity that is more frequently displayed and more severe 
than is typically observed in individuals at a comparable level 
of development” (APA, 2000, p. 85). 
Augmentative/alternative communication (AAC): 
Simple or technologically advanced methods that support or 
enhance oral and mechanical modes of communication. 


Autism spectrum disorders (ASD): ASD, also 
referred to as pervasive developmental disorders (PDD), are a 
group of developmental disorders that share common social, 
communicative, and stereotyped and ritualistic behavioral 
similarities, varying in age of onset and severity of symptoms. 
The group includes autism, Asperger's syndrome, pervasive 
developmental disorder—not otherwise specified (PDD- 
NOS), Rett syndrome, and childhood disintegrative disorder 
(CDD). 

Autistic disorder: Sometimes referred to as early infantile 
autism, childhood autism, or Kanner’s autism, it is character- 
ized by marked impairments in social interactions and com- 
munication, and restrictions in activities or interests. 


Autoimmune disease: A condition in which the body 
attacks its own cells due to an overactive immune response 
against substances and tissues normally present in the body. 
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Balanced instruction: In reading, balanced instruction 
means using components of both whole-language and phonics 
or skills approaches to instruction. This instruction in math- 
ematics consists of an emphasis on both skills instruction and 
knowledge of underlying mathematical concepts. 


Behavior intervention plan (BIP): An individual plan 
to improve a student’ behavior based on an assessment of per- 
sonal or environmental conditions hypothesized to influence 
the occurrence of the behavior. 


Bilingualism: The ability to speak two languages. (Multilin- 
gualism refers to the ability to speak more than two languages.) 


Blind: Lack of ability to see light and form. 

Blindness: The condition of being without vision. 

Bone tuberculosis: A rare condition in which an infec- 
tious disease (tubercle bacillus) attacks bones or joints. 
Building-based support teams: Groups of profession- 
als who work with teachers to address student academic or 
behavior difficulties. 


Central auditory processing disorder: A disorder re- 
lated to the processing of auditory information in the brain that is 
characterized by difficulty recognizing and interpreting sounds. 

Cerebral palsy (CP): A nonprogressive neurological disor- 
der caused by brain damage before, during, or after birth that 
impairs a person's posture and movement ability. 

Child Find services: Services provided by a state to iden- 
tify children with disabilities in order to provide them with 
educational and related services. 


Childhood disintegrative disorder: Following 2 years 
of relatively normal development, the child develops a severe 
loss of functioning. 

Chromosomal anomalies: A condition in which strands 
of chromosomal material within cells are not arranged in their 
normal pattern. Anomalies often result in syndromes such as 
Down syndrome. 


Civil rights movement: A particularly active period from 
the late 1950s to the early 1990s that advocated for the applica- 
tion of the Bill of Rights to all disenfranchised persons, whether 
by race, gender, or disability. 

Clubfoot: A congenital anomaly in which the foot points 
downward and inward. 

Co-existing conditions: The co-occurrence of two or 
more disorders, disabilities, or diseases that are not caused by 
each other. Sometimes called co-morbidity. 

Collaboration: Teachers’ and other professionals’ working 
together to achieve common goals. 

Collaborative consultation: A formal process that 
includes (1) specific problem identification and goal setting; 
(2) analysis of factors contributing to the problem and brain- 
storming possible problem-solving interventions; (3) planning 
an intervention; and (4) evaluating the outcomes. 
Collectivist cultures: Cultures in which working for the 
common good is more highly valued than individual achievement. 
Communication disorders: Language disorders or 
speech disorders that interfere with communication. 


Comprehension: Understanding and remembering what is 
read. 

Conductive hearing loss: Locus of hearing loss in the 
outer and/or middle ear. 

Congenital anomaly: A physical disability apparent at the 
time of birth. 

Congenital hip dislocations (dysplasia): At birth, the 
ball at the top of the thighbone does not sit securely in the 
socket of the hip joint. 


Consultant: A teacher (or other professional) who provides 
assistance to another teacher by problem solving possible solu- 
tions to a classroom problem. 


Content disorders: See semantic disorders. 


Content enhancements: Instructional techniques that 
help academically diverse learners understand, store, and 
access academic content. 


Content maps: Visual representations that students may 
use to understand relationships among ideas or information. 
Maps explicitly present important information and make this 
content accessible to all students. 


Continuum of services: A requirement of IDEA 2004; 
students with disabilities must be offered a continuum of place- 
ment options for service delivery, including both general edu- 
cation and special class placements. 


Cooperative learning: Involves a range of strategies in 
which students work together to learn and to ensure that oth- 
ers in their group learn. 


Core instruction: Instruction provided to the whole class 
based on the general education curriculum. 


Co-teaching: When used in inclusive classrooms, co-teaching 
is defined as a general and special-education teacher working 
collaboratively to share responsibility for instructing a diverse 
group of students in a single classroom. 


Culturally and linguistically diverse (CLD): Back- 
grounds that are non-European American and, in some 
instances, non-English speaking, including African American, 
Hispanic, Native American/ Alaskan Native, and Asian/Pacific 
Islander. 


Culturally responsive classroom management: 
Built on the assumption that culture impacts people’s percep- 
tions, knowledge, and interactions, and that the impact of cul- 
tural assumptions is often implicit. Culturally responsive teachers 
strive to learn more about who they are, what they believe, and 
how their beliefs and experiences influence their perceptions of 
and interactions with students and their families from a range 
of cultural backgrounds. Teachers use this knowledge of self 
and others’ cultural backgrounds to guide culturally responsive 
classroom management. 


Culturally responsive teaching: Built on the assump- 
tion that culture impacts peoples perceptions, knowledge, 
and interactions, and that the impact of cultural assumptions 
is often implicit. Culturally responsive teachers strive to learn 
more about who they are, what they believe, and how their be- 
liefs and experiences influence their perceptions of and interac- 
tions with students and their families from a range of cultural 
backgrounds. Teachers use this knowledge of self and others’ 
cultural backgrounds to guide culturally responsive teaching. 











Culture: The values, beliefs, traditions, and behaviors associ- 
ated with a particular group of people who share a common 
history. 

Curriculum-based measurement (CBM): A sys- 
tematic approach for monitoring student progress in read- 
ing, mathematics, writing, and spelling by directly assessing 
academic skills. 

Curvature of the spine (scoliosis): Abnormal spinal 
growth with convexity to the right or left side. 

Cystic fibrosis: A disease that affects major body organs 


that secrete fluids. It primarily affects the lungs and the diges- 
tive system. 


Deaf: With a capital D, used to describe a particular group of 
people who share a language (American Sign Language) and a 
culture (Deaf culture). 

Deaf-blind: Concomitant hearing and visual impairments, 
the combination of which causes severe communication and 
other developmental and educational needs. 

Decibels (dBs): Unit of measure used to report degree of 
hearing loss. 

Deinstitutionalization: The policy of releasing people, 
particularly those with disabilities of the mind, from institu- 
tions and into community settings. 

Depression: A pervasive and insidious series of symptoms 
that influences mood, thought, and carriage. 
Developmental aphasia: A language impairment that is as- 
sumed to be the result of some type of neurological dysfunction. 
Developmental milestones: Characteristics and abilities 
of infants, toddlers, and children that commonly appear within 
a specific range of time (e.g., sitting up or rolling over). 
Diabetes: A disease in which the body does not produce or 
properly use insulin to convert sugar, starches, and other food 
into energy. 

Differentiated instruction: An approach to instruction 
that includes proactive planning to meet diverse students’ 
needs. Differentiated instruction is student centered, based on 
student assessment data, and includes multiple approaches to 
content, process, and product to ensure that all students learn. 
Diplegia: A physical disability in which the legs are more 
affected than the arms. 

Direct instruction (DI): “A model that uses teacher dem- 
onstration and explanation combined with student practice and 
feedback to help learners acquire well-defined knowledge and 
skills needed for later learning” (Eggen & Kauchak, 2012, p. 266). 
Dispositions: One’s temperament or tendency, generally 
learned over time, to act or respond in a certain way, given a 
certain situation. 

Distributed practice: The distribution of instruction 
or study of information over time. For example, it is often 
more effective to distribute the study of spelling words dur- 
ing 10-minute sessions over several days than massing practice 
over one or two longer periods. 

Down syndrome: A condition due to chromosomal anom- 
aly in which three chromosome strands (instead of two) occur at 
pair 21 (trisomy 21). Children with Down syndrome are usually 
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smaller than average and have slower physical, motor, language, 
and mental development. 

Duchenne muscular dystrophy: A commonly geneti- 
cally inherited form of muscular dystrophy. 

Dyslexia: A reading disability that is assumed to be the result 
of some type of neurological dysfunction. 


Echolalia: Repeating words and parts of or whole sentences 
spoken by other people, with little understanding. 
Educational technology: Technology used to facilitate 
learning academic skills. 

Emotional and behavioral disabilities (EBD): Refers 
to students who exhibit inappropriate personal or social behav- 
ior that interferes with learning. 

English-language learner (ELL): Includes students who 
are learning English as a second language or those previously 
called students with limited English proficiency. 
Entrepreneurial supports: Supportive, self-sustaining, 
for-profit corporations built on the skills and interests of those 
with disabilities. 

Epilepsy: A neurological condition that makes people prone 
to having seizures. 

Ethnic group: A group in which individual members iden- 
tify with one another, usually based on ancestry. Ethnic groups 
often share common practices related to factors such as culture, 
religion, and language. 

Evidence-based practices: Teaching approaches that 
have been repeatedly demonstrated through research to result 
in improved student learning. 

Exclusion clause: Often included in the definition of learn- 
ing disabilities to ensure that the primary reason for a student's 
academic difficulty is a learning disability and not another dis- 
ability (e.g., intellectual disability or emotional and behavioral 
disability) or environmental conditions (e.g., poor teaching). 
Executive functions: Thinking processes that are used to 
engage in a range of activities, including planning, organizing, 
attending, strategizing, and remembering details. These func- 
tions allow students to manage their behavior as they evaluate 
their actions and make adjustments if they are not achieving 
desired results. 

Explicit instruction: When instructional content is explic- 
itly taught using systematic instructional methods, often based 
on behavioral theory. 

Externalizing behavior problems: Overt manifesta- 
tions of problem behaviors typically characterized by defiance 
and disruption. 


Figurative language: A variety of figures of speech such as 
idioms, metaphors, analogies, similes, hyperbole, understate- 
ment, jokes, allusions, and slang. 

Fluency: The rate and smoothness of reading, demonstrated 
by reading text quickly and accurately. 

Fluency disorders: Interruptions in the normal flow of 
speech. 
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Form disorders: Problems in creating sounds used to make 
words and word parts. 

Foster care: A state-run system of support in which children 
are removed from birth or custodial parents and placed with 
certified foster or stand-in parents under state authority. 

Full inclusion: The perspective taken by some disability 
advocates that all students with disabilities should be educated 
in general education classrooms for the full school day. 
Functional behavioral assessment (FBA): A system- 
atic, highly structured method of gathering information to de- 
termine the purpose or function of observed behaviors. 
Functional language: Communicating with a purpose, 
such as being able to communicate basic wants and needs. 
Funds of knowledge: The cultural and experiential resourc- 
es within a student’ home that a culturally responsive teacher may 
use to provide effective, successful curriculum and instruction. 


Genetic inheritance: A condition that is genetically trans- 
mitted from one or two parents to a child. 


Grand mal seizure: See tonic-clonic seizure. 


Graphic organizers: Visual representations or aids that 
may be used to organize and facilitate learning of information. 


Hearing impairment: An impairment in hearing, whether 
permanent or fluctuating, that adversely affects a child’s edu- 
cational performance but that is not included under the IDEA 
definition of deafness. 

Hemiplegia: A physical disability in which the limbs on one 
side of the body are more affected. 

Hemophilia: A rare inherited disorder in which the blood 
does not clot normally and may lead to dangerously excessive 
bleeding. 

Hyperactivity: A characteristic used to identify students 
with ADHD. Students who are hyperactive exhibit a high level 
of activity that is not appropriate in a particular setting and is 
not age appropriate. 


Impulsivity: A characteristic used to identify students with 
ADHD. Students who are impulsive respond without thinking 
at a level that is not age appropriate. 

Inclusion: Students with disabilities are included as valued 
members of the school community. This suggests that they 
belong to the school community and are accepted by others; 
that they actively participate in the academic and social com- 
munity of the school; and that they receive supports that offer 
them the opportunity to succeed. 

Individualist cultures: Cultures that value individual 
achievement and initiative and promote self-realization. 
Individualized education program (IEP): A detailed, 
structured plan of action required by IDEA that informs and 
guides the delivery of instruction and related services. 
Individualized health care plan (IHCP): A student plan 
that specifies health and medically related activities that must 


occur to maintain the student’ health or to provide in the case of 
a medical emergency that may arise from the student’ condition. 
Individuals with Disabilities Education Improve- 
ment Act of 2004 (IDEA 2004): Landmark legislation, 
originally enacted in 1975 as the Education for All Handi- 
capped Children Act, that guides how states and school dis- 
tricts must educate children with disabilities. 

Insulin: A hormone that affects metabolism and other body 
systems. It causes the body’ cells to take glucose from blood. 
Intellectual disability (iD): Subaverage general intellec- 
tual functioning, existing concurrently with deficits in adaptive 
behavior and manifested during the developmental period, that 
adversely affects a child's educational performance. 
Internalizing behavior problems: Inwardly directed 
problem behaviors typically characterized by social withdrawal, 
anxiety, and depression. 


Juvenile arthritis: A broad term that encompasses different 
types of chronic diseases that result in damage to the joints in 
children. 


Juvenile diabetes: See Type 1 diabetes. 


Language disorders: Conditions in which a person has 
difficulty sharing thoughts, ideas, and feelings completely, 
including disorders of form, content (or semantics), and use 
(or pragmatics). 

Learning strategies: Approaches to planning, executing, 
and evaluating a task that enhance student learning. Learning 
strategies are learned and used naturally by some students and 
must be taught to others. 

Least restrictive environment (LRE): A mandate of IDEA 
that requires that students with special needs are educated with 
children without disabilities to the maximum extent appropriate. 
Legal blindness: A central acuity of 20/200 or less in the 
better eye with the best possible correction; is used to deter- 
mine eligibility for various legal purposes such as taxation. 
Leukemia: A cancer of the blood or bone marrow. 

Limb deficiencies: Lack of fully developed arms or legs 
at birth. 

Limited English proficiency (LEP): Describes individu- 
als who do not speak English as their primary language, and who 
have limited ability to read, write, speak, or understand English. 
Linguistic schema: A cognitive construct that allows for 
the organization of language information in long-term memory. 
Litigation: A lawsuit or other action in the courts that seeks 
to resolve a legal disagreement about an issue. 


Mediation: A voluntary process in which a qualified, impar- 
tial facilitator works with families and school districts to resolve 
issues related to the identification, assessment, and placement 
of a student with disabilities. 


Metacognition: An awareness of thinking processes and 
how individuals monitor and use these processes. 


e 


Mixed hearing loss: Both a conductive and sensorineural 
hearing loss. 


Mnemonic devices: Memory aids that teachers use to assist 
students in remembering information. For example, HOMES is 
a mnemonic device used to aid in learning the names of the 
Great Lakes (Huron, Ontario, Michigan, Erie, and Superior). 
Motor speech disorders: Neurological conditions that 
affect a person’s speech. 


Muscular dystrophy: A progressive physical disability 
that results in ongoing muscle weakness. 
Myelomeningocele: The most severe form of spina bifida; 
loss of sensation and muscle control occur in parts of the body 
below the lesion. 


Negative reinforcement: The removal of events or activi- 
ties following a behavior that serves to increase the rate of 
frequency or the behavior. 


Nephritis: Inflammation of one or both kidneys. 


Neurological disorder: A condition involving the nervous 
system. 


No Child Left Behind (NCLB) Act: Federal legislation 
requiring that states (1) assess student performance in read- 
ing, math, and science; (2) ensure that all students have highly 
qualified teachers; and (3) provide public school choice and 
supplemental services to students unable to meet adequate 
yearly progress (AYP) for 2 years. 

Noncompliance: Instances when students choose not to 
respond to instructions or requests. 

Normalization: Suggests that persons with disabilities 
should have the opportunity to live their lives as independently 
as possible, making their own life decisions regarding work, 
leisure, housing, etc. 


Occupational therapy: Delivered by an occupational thera- 
pist who has knowledge and skills similar to the physical thera- 
pists but has an orientation toward purposeful activities or tasks 
such as the use of fine-motor skills related to daily living activities. 
Orthopedic and musculoskeletal conditions: Con- 
ditions that affect bones or muscles within the limbs. 
Osteogenesis imperfecta: A genetic disorder character- 
ized by bones that break easily. 


Paraeducator: A person who assists a teacher in a special 
education or general education classroom. Also called a para- 
professional, teacher assistant, or teacher's aide. Peer-assisted 
strategies: Engage peers in supporting students using activities 
such as peer tutoring or peer buddy systems. 

Peer tutoring: A series of grouping alternatives that allow 
same-age or cross-age peers to assist classmates who are strug- 
gling with specific academic content. 

People-first language: Emphasizes that persons with 
disabilities are just that: people who happen to have a disabil- 
ity. This language is respectful of people with disabilities, puts 
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the person first (person with a disability, and not disabled person), 
and avoids the use of negative terms (handicapped, wheelchair 
bound, retard) to describe people with disabilities. 

Pervasive developmental disorder—not other- 
wise specified (PDD-NOS): Individuals who do not meet 
the criteria or the degree of severity that characterizes the four 
other disorders in the PDD group but who still show a pattern 
of impairments in social interaction, verbal and nonverbal com- 
munication skills, and stereotypical or restricted interests. 

Petit mal seizure: See absence seizure. 

Phonemic awareness: The ability to hear, identify, and 
manipulate sounds (phonemes) in words. Phonemic awareness 
is a basic prerequisite skill needed to use phonics in learning 
to read. Phonics: The relationship between the sounds of oral 
language and the symbols (letters) of written language. 
Phonological and articulation disorders: Difficulties 
using the mouth movement, lips, tongue, and voice box to pro- 
duce speech sounds. 

Phonological awareness: Understanding how oral lan- 
guage can be separated into smaller or component sounds and 
manipulated. 

Phonological processing: The ability to use sound— 
symbol correspondences to sound out words. Many students 
with reading disabilities have problems with phonological pro- 
cessing. 

Physical therapists: A professional who evaluates, plans, 
and develops interventions to improve posture and balance; to 
prevent bodily malformations; and to improve walking ability 
and other gross-motor skills. 

Physical therapy: Provided by a physical therapist who 
evaluates, plans, and develops interventions to improve posture 
and balance; to prevent bodily misformations; and to improve 
walking ability and other gross-motor skills. The physical 
therapist works primarily with students who have significant 
disabilities. 

Picture Exchange Communication System 
(PECS): An augmentative and alternative communication 
system that uses pictures to systematically teach people to initi- 
ate Communication. 

Picture walks: Using pictures to provide a preview of 
lesson content. 

Poliomyelitis: An acute viral disease spread from person to 
person that can lead to muscle weakness and paralysis. Often 
referred to as “polio.” 

Positive behavior management (PBS): An applied 
science that uses educational methods to expand an individ- 
ual’s behavior repertoire and systems change methods to re- 
design an individual’ living environment to, first, enhance the 
individual’ quality of life and, second, to minimize his or her 
problem behavior (Carr et al., 2002). 

Pragmatic disorders: See usage disorders. 

Pragmatics: The rules that govern and describe how lan- 
guage is used in different contexts and environments. 
Prenatal causes: Conditions that result in a disability that 
originate before birth. 

Proleptic teaching: A guided discovery model of instruc- 
tion in which teachers provide a strategy and then allow stu- 
dents to apply the strategy to unique situations. 
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Prosthetic devices: Artificial devices or extensions used to 
replace missing body parts. 


Pseudohypertrophy: A condition that appears in children 
with muscular dystrophy in which the calves seem to be grow- 
ing larger. 

Psychological processing: Often included as part of the 
definition of learning disabilities. A psychological processing 
problem suggests that an underlying psychological difficulty 
may cause an academic problem. For example, difficulty with 
phonological processing may contribute to a problem learning 
to read. 


Quadriplegia: A physical disability in which all four limbs 
are affected as well as the trunk and the muscles that control the 
neck, mouth, and the tongue. 


Regular education initiative (REI): A policy initiative 
formally introduced in the mid-1980s calling for general edu- 
cators to become more involved in and responsible for the edu- 
cation of students with disabilities. 


Replacement behaviors: A series of positive actions that 
help students achieve the same functions or outcomes as do the 
challenging behaviors of concern. 


Resilience: Not an innate ability, but a capacity available to 
all students that results in successful adaptation in school (or 
other settings) in spite of threatening or challenging circum- 
stances. 

Response to intervention (RTI): An approach to the 
identification of special education needs that is based on the 
assumption that students who struggle academically should 
be identified with a learning disability only if they do not re- 
spond to effective and intensive levels of instruction. It is also 
a tiered service-delivery approach in which teachers provide 
more intensive levels of service to students only when lower 
levels of instructional intensity fail to succeed. 


Rett disorder: A neurodevelopmental disorder character- 
ized by seizures and mental retardation as well as a loss of func- 
tional or purposeful use of hands. 


Rheumatic fever: An inflammatory disease that can devel- 
op as a complication of untreated or poorly treated strep throat. 


Scaffolding: The temporary support that teachers give stu- 
dents as they learn academic content. 


Screening: Determining whether a child has a broad set 
of behavioral characteristics that suggest the possibility of a 
disability and the need for further assessments. 


Section 504 of the Rehabilitation Act: Civil rights 
legislation that provides protections for those whose disabilities 
do not match the definitions under IDEA, including communi- 
cable diseases; temporary disabilities; and allergies, asthma, or 
illnesses due to the environment. Under Section 504, a student 
has a disability if that student functions as though disabled. 
Section 504 extends protections against discrimination beyond 
schools to employment and social and health services. 


Self-determination: Assumes that persons with disabilities 
will act as the primary decision makers in their lives and make 
choices free from undue influence. 

Self-injurious behaviors (SIBs): These are behaviors 
such as hitting your own head or biting your own hand that 
can be potentially dangerous. They are sometimes exhibited by 
students with severe disabilities. 

Self-management: A range of actions, such as self- 
instructing, monitoring, evaluation, reinforcement, graphing, 
and advocacy, by which a student can increase independence 
by increasing positive behaviors and skills. 

Self-regulated strategy development (SRSD): A 
systematic approach to teaching students strategies for learning 
academic content, often in writing and mathematics. 
Self-regulation: Strategies that students use to monitor 
and control their own behavior (e.g., to decrease inappropri- 
ate behaviors, increase appropriate behaviors, and/or increase 
academic accuracy and productivity). 

Semantic disorders: Difficulty using specific words or 
word combinations required by language rules. Also called 
content disorders. 

Sensorineural hearing loss: Locus of hearing loss in the 
cochlea, inner ear, or eighth cranial nerve. 

Sensory disabilities: Visual disabilities, including blindness; 
hearing impairments, including deafness; and deaf-blindness. 
Severe discrepancy: The primary criterion that educators 
use to identify students with learning disabilities in many states. 
Defined as a severe discrepancy between expected achievement 
(typically based on an 1Q score) and actual achievement. 
Sheltered workshops: Segregated facilities that provide 
noncompetitive training and employment opportunities for 
individuals with disabilities. 

Sickle cell anemia: A disease in which a block in normal 
blood flow causes pain and can damage most organs. The con- 
dition is most common among those with sub-Saharan African 
ancestry. 

Sickle cell disease: See sickle cell anemia. 

Social stories: An instructional technique in which stu- 
dents create or interpret narrative or visual illustrations that 
reflect typical social encounters. 

Social withdrawal: A tendency to spend excessive amounts 
of time in solitary activities with low rates of verbalizations and 
interactions with others. 

Spasticity: A form of cerebral palsy characterized by stiff 
muscles. Specific language impairment: A particular profile of 
language difficulty that an individual may exhibit; comprises 
various disorders. 

Speech disorders: Conditions in which a person cannot 
produce speech sounds correctly or fluently, or has problems 
with his or her voice. Most common are phonological and artic- 
ulation disorders, fluency disorders, voice disorders, and motor 
speech disorders. 


Spina bifida: A break in the spinal cord that can leave a per- 
son with a loss of physical ability below the break. 

Standard course of study (SCOS): A curriculum 
guide prepared by a local or state education agency that speci- 


fies learning objectives or benchmarks for subjects in all grade 
levels. 


Standard English: A controversial term that is most often 
used to refer to the dialect of English spoken by educated 
people. 

Stereotyped behaviors: Repetitive behaviors (e.g., hand 
flapping) seen among some individuals with disabilities. 


Stereotypies: Also called stereotyped behaviors, these are 
repetitive behaviors (e.g., hand flapping) seen among some 
individuals with disabilities. 

Stimulant medications: Frequently used to treat students 
with ADHD. These medications have been found to be highly 
effective for many students with ADHD because they increase 
attention and reduce restlessness. Stimulant medications 
include Ritalin and Concerta. 


Supported employment: A range of supports that enable 
people with disabilities to work in natural environments. 


Surface management techniques: A series of teacher- 
based actions that address minor instances of misbehavior with 
little disruption to the instructional environment. 


Targeted interventions: Powerful school-based actions 
directed toward the chronic and persistent problem behaviors 
of those students who do not respond to school-wide methods 
of discipline and behavior management. 


Teacher assistance team (TAT): A widely used form 
of building-based support that uses a systematic approach to 
identify student difficulties and generate possible solutions for 
referring teachers. 


Time-out: A disciplinary behavior reductive technique in 
which a student is removed from a reinforcing environment 
following an undesired behavior. 

Tonic-clonic seizure: Also referred to as a grand mal 
seizure, a seizure during which the person loses aware- 
ness, ceases to engage in any activity, loses consciousness, 
becomes stiff (tonic), and then engages in jerking (clonic) 
movements. 

Type 1 diabetes: Also called juvenile diabetes or insulin- 
dependent diabetes; an autoimmune disease that destroys the 
cells in the pancreas that produce insulin. 
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Universal design for learning (UDL): A method of 
making curriculum and instructional activities accessible to 
all students by including supports and accommodations in the 
original design rather than making alterations after the fact. 


Universal precautions: Guidelines provided by the Cen- 
ters for Disease Control and Prevention to prevent the trans- 
mission of communicable diseases. 


Usage disorders: Difficulty using language that is appro- 
priate for the social context. 


Visual acuity: Quality of ability to see, usually reported as a 
fraction (e.g., 20/20); the top number states the distance from 
the object, and the bottom number states the distance at which 
a person with normal vision could see the same object or figure 
that is 20 feet away. 


Visual disabilities: See visual impairment. 

Visual field: The area in front of a person that can be seen 
while looking forward and not moving the head. 

Visual impairment: An impairment in vision that, even 
with correction, adversely affects a student’ educational per- 
formance. The term includes both partial sight and blindness. 


Vocabulary: In reading instruction, often refers to words that 
are quickly recognized in print. Also often called sight vocabulary. 
Voice disorders: Inappropriate pitch, loudness, or sound 
quality during speech. 

Voice-output Communication aids (VOCA): Porta- 
ble devices that allow people with difficulty in speech to com- 
municate through the use of graphic symbols and words on 
computerized displays. 


Working memory: Temporarily stores and uses informa- 
tion. Working memory allows an individual to see something, 
think about it, and then act on this information. 


Wraparound interventions: Intensive interventions that 
are grounded in values of family empowerment and cultural 
competence, which typically require the coordinated and inte- 
grated efforts of teams of professional service providers. 
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diplegia, 144 
direct instruction (DI), 10, 210 
core academic skills, 303-305 
defined, 282 
secondary content areas, 325-326 
disciplinary removals, 103 
discipline. See classroom management 
discouraged students, behavior 
problems with, 394 
disposition 
collaboration and teaching, 159-161 
teachers, 23 
disruptions 
ADHD, students with, 77 
communication disorders, students 
with, 131 
distractible behaviors, 387 
distributed practice, 294 
double-check cultural responsive 
approach to classroom 
management, 273-274 
Down syndrome, 86 
draft, writing a, 291 
Draft:Builder, 409 
drill-and-practice software, 403-404 
drop-out rates 
emotional and behavioral disabilities 
(EBD), students with, 105 
by ethnic group, 244, 245 
drugs, 41 
DSM-IV-TR. See Diagnostic and 
Statistical Manual of Mental 
Disorders 
dual diagnosis, ADHD, 74 
Duchenne muscular dystrophy, 144 


due process, 37 
dyskinetic CP, 144 
dyslexia, 54 


EAHCA. See Education for all 
Handicapped Children act of 
1975 (EAHCA) 
early intervention services, funding for, 
41-42 
Early Screening Profile (ESP), 101 
Earobics, 290 
EBD. See emotional and behavioral 
difficulties (EBD), students with 
e-books, 405 
echolalia, 118 
edible reinforcer, 372 
editing drafts, 291 
Edmark Reading Program, 406 
educational assistants. See paraeducators 
educational technology (ET), 403 
drill-and-practice software, 403-404 
evaluating, 431-432 
inclusion, facilitating, 412-413 
integrated learning systems, 404 
interactive whiteboards (Smart 
Boards), 403, 425-426 
reading and math programs, 404 
teaching students to use, 413, 
423-424 
word processing software, 435-436 
Education for all Handicapped Children 
act of 1975 (EAHCA), 13, 30, 
‘ 37, 39 
parent advocacy, 33 
serious emotional disturbance 
(SED), 99 
educative technology, 210, 231 
effective instruction, 363-364 
efficacy, 47-48 
ELLs. See English-Language Learners 
(ELLs) 
emergent collaboration, 158 
emotional and behavioral difficulties 
(EBD), students with 
definition, 99-100 
externalizing behavior problems, 103 
identification, 100-101 
inclusion, benefits of, 97-98, 104 
intelligence and academic — 
characteristics, 105 
internalizing behavior problems, 
103-105 
prevalence, 101-102 
service delivery, 102-103 
social behavior, 105—106 
student’ view of inclusion, 104 
teachers’ tips, 106-107 
emotional disturbance 
definition, 9 
percentage of time in general 
education classroom, 34 
emotions, 387 
empathy, 177 
“end the r word” movement, 86 
engineered instructional practices, 323 
English, standard, 242 
English-Language Learners (ELLs), 157 
demographics, 243, 244 
reading, teaching to, 263-264 
enhancements, secondary content areas, 
327-329 
enthusiasm, 24 
environment, 362 
epidemologists, 87-88 
epilepsy, 145 
behavioral disorder case associated 
with, 104 
peer reactions to, 150 
equal protection, 37 
ERASE strategy, 393 
ESP. See Early Screening Profile (ESP) 
eternal children, 12 
e-texts, 412 
ethnic groups, 242 


ethnocentrism, 269 
evaluation 
collaborative relationship, 175 
educational assistance technology, 
431-432 
evidence-based practices, 24, 46 
exclusion clause, 56 
execution phase, RTI, 201 
executive functions, 76 
expectations 
for appropriate behavior, 107 
assessing, 370 
for behavior, 379 
culturally and linguistically diverse 
backgrounds, students from, 
253-254 
establishing clear, 269-270 
for paraeducators, 189 
for peer buddies, 195 
for severe disabilities, students with, 
332-333 
students with learning disabilities, 64 
writing, 292 
expertise, collaboration, 158 
explicit instruction, 288, 294 
expository writing, 341-343 
expulsions, 41 
externalizing behavior problems, 100, 
103 
extra help, 64 
eye contact, 121 
EZ Keys, 409 


face-to-face interaction, cooperative 
learning groups, 286 
facilitator, 227 
fairness, 23 
families 
collaboration and teaming, 167-168, 
173, 191-193 
influences, ADHD, 70 
FAPE. See free and appropriate public 
education (FAPE) 
FBA. See functional behavioral 
assessment (FBA) 
feedback 
appropriate behaviors, 372 
daily progress form, sample, 390 
early reading, 289 
effective instruction, 283 
mathematics problem solving, 317 
RTI models, 201 
writing, 435 
feelings, students with autism spectrum 
disorder, 120-121 
figurative language, 118-119 
flexibility 
ability grouping, 210 
autism spectrum disorders, students 
with, 121 
collaboration, 159-160 
designing instruction, 231 
No Child Left Behind (NCLB) act 
(2001), 43 
Florida 
culturally and linguistically diverse 
backgrounds, students from, 
Di, 24h 245 
Next Generation Sunshine State 
Standards, 200, 300, 304 
fluency, 288, 290 
fluency disorders, 127 
formal English, 263 
formative assessment, 223, 231-232 
form disorders, 128 
forms, sample 
daily progress feedback, 390 
referrals to teacher assistance teams 
(TATs), 179 
Section 504 referral, 204 
strategic note-taking activity, 350 
foster care, 244 
fractures, 144 
frame of reference, 161 
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free and appropriate public education 

(FAPE), 30, 38 
civil rights movement, 33 
legal principles, 37 

frustration tantrum, 394 

full inclusion, 16, 33 

full-time special education classroom, 
14-15 

functional-based thinking, 393-395 

functional behavioral assessment (FBA), 
92° 10152055368) 371 

functional behavior assessment (FBA), 
393-395 

functional inclusion, 31 

functional language, 118 

functionally excluded, 30 

function-based thinking, 368 

funding for early intervention services, 
41-42 

funds of knowledge, 250 

furniture arrangement and spacing, 
213 


Gallaudet Research Institute, 134 
GDL. See guided discovery learning 
(GDL) 
gender 
ADHD prevalence, 73 
emotional and behavioral disabilities 
(EBD), students with, 100 
general curriculum. See curriculum 
general education classroom, 14 
general education teachers, 19-20 
generalization 
intellectual disabilities, students 
with, 91 
mnemonic strategies, 345 
planning for, 229 
generalized anxiety, 104 
general outcome measures, 212 
genetic inheritance, 86 
Georgia, 58 
culturally and linguistically diverse 
backgrounds, students from, 
IBC AR Ss, 265) 
intellectual disabilities, students 
with, 87 
gifted and talented students, 11 
Gilpin Manor Elementary School 
(GMES), 4, 5-6, 15-16 
assistive technology, inclusion and, 
401-402, 411 
collaboration needed for inclusive 
classrooms, 155-156, 
159-160 
communication disorders and 
sensory impairments, students 
with, 125-126 
effective instruction for core 
curriculum, 279-280 
intellectual disabilities, including 
students with, 83-84 
multiple disabilities, inclusion for 
student with, 141-142 
planning for inclusion, 199-200 
girls, 73 
GMES. See Gilpin Manor Elementary 
School (GMES) 
goals 
collaborators sharing, 158, 183 
cooperative learning groups, 286 
emotional and behavioral disabilities 
(EBD), students with, 107 
IEP, 202 
instructional needs, identifying, 225 
of misbehavior, 394 
nonacademic, identifying, 208 
secondary content, redesigned, 328 
grading adaptations, 213, 214 
grading plan, personalized, 237-238 
graduation rates, by ethnic group, 244, 
245 
grammar support, 407-408 
grand mal seizure, 145 
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graph, curriculum-based measure 
progress, 234 
graphic organizers, 294, 329 
grouping students, 284-285 
GTCalc Scientific Calculator, 410 
guided discovery learning (GDL), 326 
guided notes, 325 
guided practice, 326 
direct instruction, 303 
effective instruction, 283 
Gus! Word Prediction, 409 


Hawaii, 157, 243, 245 
head banging, 150 
health impairments, students with 
academic characteristics, 148-149 
attention-deficit/hyperactivity 
disorder (ADHD), 71 
definitions, 9, 145-146 
identification, 146-147 
percentage of time in general 
education classroom, 34 
prevalence, 147 
service delivery, 147 
social and behavioral characteristics, 
149-150 
teachers’ tips, 150-151 
healthiness of classroom, 151 
hearing impairments, students with 
definition, 9, 131, 132 
percentage of time in general 
education classroom, 34 
hearing loss. See sensory impairments, 
students with 
help, extra, 64 
helpfulness, 364 
hemiplegia, 144 
hereditary influences, ADHD, 70 
Heritage High School, 7-8 
autism spectrum disorders, students 
with, 117-118, 119 
classroom organization, 362 
cultural responsiveness, 241-242, 
245 
emotional and behavioral difficulties 
(EBD), students with, 97-98, 
102-103, 104, 106-107 
principal's view of inclusion, 36 
secondary content, teaching, 
321-322, 323-324, 326-327 
wraparound behavioral supports, 
374 
heterogeneous grouping, 286 
high frequency words, 288 
high-level questions and material, 266 
highly qualified professionals, 49 
high-probability behaviors, 372 
Hispanic students, 11, 157 
disability, prevalence of, 244 
graduation rate, 244, 245 
poverty rate, 243 
teachers, 246 
historic figures, multicultural, 254 
HIV/AIDS, 150 
homebound, 15 
homelessness, 244 
home-school collaboration, 173, 
191-193 
homework, 283 
Homework Wiz Plus and Speaking 
Homework Wiz, 406, 408 
hospital, 15 
“hot” words, reacting to, 177 
human touch, 106 
hyperactive behavior, 69, 70, 75 


Idaho, 58 
IDEA. See Individuals with Disabiltiies 
Education Improvement Act 
(IDEA) 
identification 
ADHD, students with, 71-73 
attention-deficit/hyperactivity 
disorder (ADHD), 69 


autism spectrum disorders (ASD), 
students with, 113, 114-115 
communication disorders, students 
with, 128-129 
emotional and behavioral difficulties 
(EBD), students with, 100-101 
health impairments, students with, 
143, 146-147 
intellectual disabilities, students with, 
85, 86-87 
learning disabilities, students with, 
55, 56-58 
multiple disabilities, students with, 
143, 146-147 
multi-tiered response to intervention 
(RTI) frameworks, 46-47 
physical disabilities, students with, 
143, 146-147 
sensory impairments, students with, 
sich, Wey: 
struggling readers, 309 
students requiring Section 504 plan, 
221 
IEP. See individualized education 
program (IEP) 
IFSP. See individualized family service 
plan (IFSP) 
immediacy, 363 
impulsive behavior, 69, 70, 75 
inappropriate behaviors or feelings, 99 
inattentive behavior, 69, 70, 74-75 
incidental learning, 90 
inclusion 
alternative assessments, 48-49 
assistive technology (AT), 414 
assumptions, 32 
autism spectrum disorders (ASD), 
students with, 111-112, 117 
civil rights, 33 
classroom management practices and 
supports, 365-368 
collaboration and teaching, 155-156 
current practices, 34-36 
defined, 4 
effective instruction in core academic 
areas, 281-282 
effective programs, 15-17 
effective schools, examples of, 5-8 
emotional and behavioral difficulties 
(EBD), students with, 97-98, 
103 
evolution, 31-36 
gifted and talented students, 11 
history, 30-31 
intellectual abilities, students with, 
83-84 
least restrictive environment, concept 
of, 13-15 
legal foundations, 37-45 
multiple disabilities, students with, 
141-142, 148 
multi-tiered response to intervention 
(RTI) frameworks, 45-48 
normalization concept, 12-13 
parent advocacy, 33-34 
parents’ view, 3-4, 29 
planning for, 199-200 
principal's view, 36 
research, 17-19 
from segregation to, 31-33 
staff development, 49 
students at risk for difficulties in 
school, 10-11 
students from diverse cultural and 
linguistic backgrounds, 11 
students with attention-deficit/ 
hyperactivity disorder 
(ADHD), 67-68 
students with disabilities and special 
education, 8-10 
students with learning disabilities, 
53-54 
teaching practices, 19-25 
independence, 373 


independent practice, 326 
direct instruction, 303 
effective instruction, 283 
Indiana, 87 
individualist cultures, 247 
individualized education program (IEP), 
38, 39-40, 201-203 
contributing to, 219-220 
devices, considering, 414, 433 
health impairments, multiple 
disabilities, and physical 
disabilities, 142, 146 
instructional needs, identifying, 225 
individualized family service plan 
(IFSP), 146, 168 
Individuals with Disabiltiies Education 
Improvement Act (IDEA), 13, 39 
ADHD, students with, 71 
assistive technology services, +15 
autism spectrum disorders, 114 
blindness and visual disabilities, 
132-133 
categories and definitions, 9 
confidentiality and access to 
information, 41 
deafness and hearing impairment, 
132 
devices, considering, 414 


funding for early intevention services, 


41-42 
health impairment, students with, 
142 
individualized education program 
(IEP), 39-40 
intellectual disabilities, students 
with, 84 
learning disability, defined, 54 
least restrictive environment, 39 
legal principles, 37-38 
multiple disabilities, students with, 
142, 146 
nondiscriminatory identification, 
assessment, and evaluation, 38 
other health impairment, 145 
procedural safeguards, 41 
services to infants, toddlers, and 
preschoolers, 41 
suspensions and expulsions, 41 
individual tutoring, 285-286 
infants 
intellectual disabilities, identifying 
those with, 86 
sensory impairments, serving those 
with, 134 
services to, 41 
inflicting bodily injury, 41 
information, access to, 41 
input adaptation, secondary content, 
328 
instruction 
effective, 363-364 
highly effective practices, culturally 
and linguistically diverse 
backgrounds, 265-267 
materials, selecting, 209-210 
secondary content, redesigned, 328 
supplemental, 207-208 
time, valuing, 362-363 
instructional assistants, 167 
instructional delivery, 333 
instructional needs, 225-226 
instructional pace, 260 
instructional support teams, 163 
insulin, 145-146 
insulin-dependent diabetes, 145-146, 
222 
integrated learning systems, 404 
integrating challenging issues, team 
teaching, 162 
intellectual disabilities, students with 
academic characteristics, 89-90 
cognitive characteristics, 90-91 
definition, 9, 84-86 
identification, 86-87 


inclusion, 83-84, 88-89 
multiple disabilities, students with, 
149 
percentage of time in general 
education classroom, 34 
prevalance, 87-88 
sensory impairments, students with, 
136 
service delivery, 88 
social and behavioral characteristics, 
91-92 
teachers’ tips, 92-93 
intelligence 
autism spectrum disorders (ASD), 
students with, 119-120 
emotional and behavioral difficulties 
(EBD), students with, 105 
IntelliTools Reading: Balanced Literacy, 
406 
intensity, 10 
interactive planning during instruction, 
211-212 
interactive whiteboards (Smart Boards), 
403, 425-426 
interdependence, cooperative learning 
groups, 286 
internalizing behavior problems, 
103-105 
intervention 
delivery methods, 47 
home-school collaboration, 192 
integrating with general education 
practices and core content, 299 
multi-tiered response to intervention 
(RTI) frameworks, 46 
plans, 393-395 
speech-language pathologists (SLPs), 
130 
targeted, 368 
writing instruction, 292 
intervention assistance teams, 163 
introduction, 303 
lowa, 58, 87, 88 
iPads, 411 
iPass by iLearn, 405 
iPodwil245 40: 
IQ 
autism spectrum disorders, students 
with, 119 
emotional and behavioral disabilities 
(EBD), students with, 105 
gifted and talented students, 11 
intellectual disabilities, students with, 
84, 85, 87 
severe disabilities, content area 
instruction for students with, 
331-332 


Jigsaw method, 211, 307-308, 326-327 
juvenile arthnitis, 145 
juvenile diabetes, 145-146, 222 


Kentucky, 58, 87, 88 

Key Skills for Reading: Letters and 
Words, 406 

Kidspiration©, 413 

Kurzweil 3000, 406 


Ladders to Literacy, 290 
language, 11 
autism spectrum disorders, students 
with, 119 
intellectual disabilities, students 
with, 90 
language disorders, 127 
Language Master 6000 SF 408 
Latino students, 11 
laws, public education, 30 
Leap Track Reading Pro, 405 
learned helplessness, 63 
learning about culture and difference, 
249 
learning differences, secondary content 
areas, 323-324 


learning disabilities, students with 
academic characteristics, 60-61 
cognitive characteristics, 62 
definition, 54-56 
health impairments associated with, 
149 
identification, 56-58 
inclusion, benefits of, 53-54 
percentage of time in general 
education classroom, 34 
prevalence, 58-59 
service delivery, 59-60 
social and motivational 
characteristics, 62—63 
spina bifida, 148 
staffing needs, 61 
teachers’ tips, 63-64 
Learning Disabilities Act of 1969, 59 
earning disability, 9 
least restrictive environment, concept, 
5-6, 13-15, 38, 39 
legal foundations, 37 
legal blindness, 132 
egal foundations 
civil rights rulings, 33 
inclusion, 37-45 
esson organizers, 337-339 
essons, co-teachers’ reviews, 164 
Let's Go Read, 406 
etter recognition, 288 
lighting, 213 
imb deficiencies, 145 
imitations, understanding students’, 
93 
Lindamood Phonemic Sequencing 
Program (LIPS), 290 
inguistically diverse backgrounds. 
See culturally and linguistically 
diverse backgrounds 
LINKS strategy, 349 
LIPS. See Lindamood Phonemic 
Sequencing Program (LIPS) 
listening skills, collaboration, 177 
literacy skills, 136 
literature, diverse curriculum, 254-255 
litigation, 37-38 
Local control, 43 
loneliness, 103 
loudness, 127 
Louisiana, 58, 157, 243, 245 
“low-status” students, 265 
low vision, 132 
lunchtime behaviors, teaching 
appropriate, 397-398 








Maine, 87 
mainstream culture, helping families 
move to, 192 
mainstreaming, 31, 32 
Making Action Plans (MAPs), 227 
management style, cultural dimension, 
248 
MAPs. See Making Action Plans (MAPs) 
Maryland, 58, 157, 243, 245 
master plan for instruction, 184 
materials 
secondary content, redesigned, 328 
severe disabilities, redesigning 
content for students with, 333 
UDL principles, 416 
materials storage, 215 
mathematics, 404 
assistive technology (AT), 408, 410, 
429-430, 437-438 
concept diagram, 330 
Florida standards excerpt, 304 
students with learning disabilities, 61 
mathematics instruction, 293-294 
beginning, 293-294 
cognitive strategy instruction, 
317-318 
struggling, 294 
Math Gallery, 429 
MathPad (IntelliTools), 410 


M-CHAT. See Modified Checklist for 
Autism in Toddlers (M-CHAT) 
mediation, 41 
medication 
attention-deficit hyperactivity 
disorder, 70, 72-73, 77-79 
emotional and behavioral disabilities 
(EBD), students with, 100 
health impairments, students with, 
Gf), ile 
member, absence of bodily, 144 
memory problems, 62, 345-346 
mentally retarded, 86 
mental retardation, 86 
metacognition, 323 
metacognitive deficits, 62 
methylphenidate (Ritalin or Concerta), 78 
Microsoft PowerPoint, 413 
mild-to-moderate disabilities, 8-9 
Minnesota, 58 
mission statement, 366, 370 
Mississippi, 597 
Missouri, 597 
mixed-ability grouping, 285 
mixed CP. 144 
mixed hearing loss, 132 
Modified Checklist for Autism in 
Toddlers (M-CHAT), 115 
monitoring, 10 
culturally responsive teaching, 259 
progress in basic skills instruction, 
229 
progress in core curriculum, 300 
monthly review, 283 
motivation 
secondary content, teaching, 322 
students with learning disabilities, 
62-63 
motorized wheelchairs, 441-442 
motor speech disorders, 127 
multidimensionality, 363 
multiple disabilities, students with, 
143-144, 146 
academic characteristics, 148-149 
definition, 9 
identification, 146-147 
inclusion, 141-142, 148 
percentage of time in general 
education classroom, 34 
prevalence, 147 
service delivery, 147 
social and behavioral characteristics, 
149-150 
teachers’ tips, 150-151 
multi-tiered response to intervention 
(RTI) frameworks, 45—48 
efficacy, 47-48 
evidence-based practices, +6 
intervention delivery methods, 47 
prevention and intervention tiers, 46 
screening, identification, and process 
monitoring, 46-47 
universal design for learning, 47 
muscular dystrophy, 144 
musculoskeletal conditions, 145 
music therapists, 21 
myelomeningocele, 145 


names, using with paraeducators, 189 

narrative essays, 341-343 

ational Assessment of Educational 
Progress (NCES), 245 

National Center for Educational 
Statistics, 246 

ational Center for Hearing Assessment 
and Management (NCHAM), 134 

National Center on Accessible 
Instructional Materials, 210 

ational Center on Student Progress 
Monitoring, 233 

ational Consortium on Deaf-Blindness, 
134 

National Council for Accreditation in 

Teacher Education (NCATE), 159 





National Dissemination Center for 
Children with Disabilities 
[NICHCY], 132 

National Instructional Materials 
accessibility Standard (NIMAS), 
210 

Native American students, 157 

disability, prevalence of, 244 
graduation rate, 244, 245 
poverty rate, 243 

teachers, 246 

native culture, helping move to 
mainstream, 192 

NCATE. See National Council for 

Accreditation in Teacher 

Education (NCATE) 

CES. See National Assessment of 

Educational Progress (NCES) 

CHAM. See National Center for 

Hearing assessment and 

anagement (NCHAM) 

NCLB. See No Child Left Behind (NCLB) 

act (2001) 

Nebraska, 87, 88 

needs 

assistive technology devices, 433 
autism spectrum disorder, students 
communicating, 120-121 

negative, nonverbal messages, 177 

negative reinforcement, 120, 370, 372 

neurological issues, 127 

Nevada 

culturally and linguistically diverse 
backgrounds, students from, 
ISiG2435 245) 

intellectual disabilities, students 
with, 88 

New Hampshire, 87, 88 

New Jersey, 87 

New Mexico 

culturally and linguistically diverse 
backgrounds, students from, 
157, 243, 245 

intellectual disabilities, students 
with, 87 

New York, 87 

Next Generation Sunshine State 
Standards 

math, 304 
reading, 300 

NIMAS. See National Instructional 
Materials accessibility Standard 
(NIMAS) 

No Child Left Behind (NCLB) act 
(2001), 42 

basic skills required, 281 
flexibility and local control, 43 
highly qualified teachers, 43 
parents, expanded options for, 43 
research, debate about, 17-18 
results, accountability for, 42-43 
teaching methods based on scientific 
research, 43 

noise control, 213-214 

nonacademic goals, identifying, 208 

noncompliance, 92, 103 

nondiscriminatory assessment, 38 

non-Hispanic whites, 243 

nonverbal communication, 177-178 

normalization concept, 12-13, 31 

norms, cultural, 247-249 

North Carolina 

intellectual disabilities, students 
with, 87 
Standard Course of Study, 200 
North Dakota, 88 
note taking, 330-331, 349-351 








objective instruments, 101 

objectives, identifying nonacademic, 208 

observational learning, 90 

obsessive-compulsive disorder (OCD), 
104 

occupational therapists (OTs), 21, 146 
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OCD, See obsessive-compulsive disorder 
(OCD) 
Ohio, 87 
Oklahoma, 58 
organization 
classroom, 362 
severe disabilities, redesigning 
content for students with, 333 
unit and lesson organizers, 337-339 
organizers, lesson, 337-339 
orientation 
ADHD, students with, in classroom, 
74 
paraeducators to school, 187 
peer tutoring, 311 
orthopedic conditions, 145 
orthopedic impairments, students with 
definition, 9 
percentage of time in general 
education classroom, 34 
osteogenesis imperfecta, 145 
OT. See occupational therapists (OTs) 
outcomes 
ADHD, students with, 70 
autism spectrum disorders (ASD), 
students with, 113 
communication disorders, students 
with, 129 
curriculum-based measurements 
(CBMs), 233 
health impairments, students with, 
eS 
intellectual disabilities, students 
with, 85 
learning disabilities, students with, 
55 
multiple disabilities, students with, 
143 
physical disabilities, students with, 
143 
of sensory impairments, 133 
output adaptation, 328 


pace, instructional, 260 
Pacific Islander students, 157, 244 
paired instruction, 263 
PALS. See Peer-Assisted Learning 
Strategies (PALS) 
pancreas, 145-146 
paraeducators, 20-21, 167 
collaboration and teaming, 173, 
187-189 
paragraph shrinking, 311 
paraprofessionals. See paraeducators 
parents 
advocacy, 33-34 
autism spectrum disorders, students 
with, 121 
expanded options under No Child 
Left Behind (NCLB) act 
(2001), 43 
home-school collaboration, 173, 
191-192 
participation, 38 
parents’ view 
deaf-blind, child who was, 136 
inclusion, 3-4, 29 
Parent Training and Information 
Centers, 39 
parity, collaboration and, 158, 175 
partially sighted, 132 
participation 
collaboration, 158 
multiple ways of, 211 
secondary content, redesigned, 328 
UDL principles, 416 
partner reading, 311 
partnerships, collaborative, 172 
part-time special education classroom, 1+ 
PCL, See problem-centered learning 
(PCL) 
PCP. See person-centered planning (PCP) 
PDA. See personal digital assistants 
(PDAs) 
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PDD-NOS. See pervasive developmental 
disorder—not otherwise specified 
(PDD-NOS) 

PECS. See Picture Exchange 
Communication System (PECS) 

peer assistance. See also peer tutoring 

collaboration and teaming, 168-170, 
173, 195-197 

English-Language Learners (ELLs), 
263 

Peer-Assisted Learning Strategies (PALS), 
290, 311-312 

peer buddy program, 169-170, 173 

peer relationships, 103, 117 

peers’ views 

intellectual disabilities, including 
students with, 92 

multiple disabilities, including 
students with, 148 

peer tutoring, 10, 31, 210 

class-wide, 229 

core-curriculum content, 284, 
286-287 

penalties, formal system of, 373 

Pennsylvania, 58, 163 

people-first language, 13 

performance feedback, 372 

personal digital assistants (PDAs), 
410-411 

Personal Futures Planning, 227 

personality-oriented methods, 101 

personal support, assistive technology 
(AT), 410-411 

personal teaching efficacy, 24 

person-centered planning (PCP), 208, 
227-228 

pervasive developmental disabilities 
(PDDs). See autism spectrum 
disorders (ASD) 

pervasive developmental disorder—not 
otherwise specified (PDD-NOS), 
113 

petit mal seizures, 145 

phonatory qualities, 127 

phoneme 

matching, 288 
replacement of, 127 

phonemic awareness, 19 

phonics, 288, 290 

phonological awareness, 288, 290 

phonological disorders, 127 

phonological processing, 56, 263 

physical aggression, 103 

physical barriers, 45 

physical classroom environment, 362 

physical disabilities, students with 

academic characteristics, 148-149 

definitions, 144-145 

identification, 146-147 

prevalence, 147 

service delivery, 147 

social and behavioral characteristics, 
149-150 

teachers’ tips, 150-151 

physical restraint, 368 

physical therapists (PTs), 21, 146 

physical therapy, 20 

physical violence, 387 

Picture Exchange Communication 
System (PECS), 124 

Picture It, 406 

picture walks, 330 

Piers-Harris Self-Concept Scale, 101 

pitch, 127 

PK.’ Math Studio, 429 

PK.’s Place, 429 

placement settings, 59 

planning. See also individualized 
education program (IEP); 
response to intervention (RTI) 
frameworks; Section 504 Plans 

academic content instruction using 
UDL principles, 231-232 
basic skills instruction, 229-230 


behavior intervention plan (BIP), 92, 
203, 205 
co-teaching, 164 
daily instruction, 208-211 
for differentiated instruction, 
205-215 
emotional and behavioral disabilities 
(EBD), students with, 107 
identifying instructional needs, 
225-226 
for inclusion, 199-200 
interactive during instruction, 
211-212 
needs, identifying students’, 207-208 
person-centered to support inclusion, 
227-228 
strategy fact sheet, 217-218 
strengths, knowing students and 
their, 206-207 
plants, 215 
PLATO Algebra 1, 405 
PLATO Elementary Language Arts, 
405 
PLATO Learning, 429-430 
PlayStation® Portable (PSP) system, 
429-430 
Pocket Compass, 411 
poliomyelitis, 144 
Portable Calculator with Talking 
Multiplication Table, +10 
positive behavior supports, 205 
positive reinforcement, 120, 370, 
385 
positive viewpoint, 206 
poverty, 10-11 
attention-deficit hyperactivity 
disorder, 70 
demographics, 243-244 
emotional and behavioral disabilities 
(EBD), students with, 101 
intellectual disabilities, 85 
school success, 245 
POW (Pick my idea; Organize my notes; 
Write and say more), 315 
power behavior, 394 
PowerPoint (Microsoft), 413 
pragmatic disorders, 128 
pragmatics, 119 
praise, 80, 372 
prediction relay, 311 
prenatal causes, 86 
preschoolers, services to, 41 
communications disorders, 130 
sensory impairments, 134 
presentation 
alternative modes, 211 
direct instruction, 303 
effective instruction, 283 
UDL principles, 231 
prevalence 
ADHD, students with, 73 
autism spectrum disorders (ASD), 
students with, 115 
communication disorders, students 
with, 129 
emotional and behavioral difficulties 
(EBD), students with, 101-102 
health impairments, students with, 
147 
intellectual disabilities, students with 
87-88 
learning disabilities, students with, 
58-59 
multiple disabilities, students with, 
147 
physical disabilities, students with, 
147 
sensory impairments, students with, 
134 
prevention 
multi-tiered response to intervention 
(RTI) frameworks, 46 
speech-language pathologists (SLPs), 
130 


, 


prewriting, 291, 341 
principal’s view of inclusion, 36 
problem-centered learning (PCL), 326, 
355-356 
problem-solving approach, teaching 
guided by, 253-254 
procedural safeguards, 38, +1 
procedures 
assessing, 370 
classroom, 252-253, 367 
developing and maintaining, 
379-381 
process monitoring, multi-tiered 
response to intervention (RT) 
frameworks, 46-47 
professional demeanor, 107 
professional development, 64, 175, 184 
professional referrals, 103 
progress, monitoring students’, 
212-213, 233, 423 
projective measures, 101 
Proloquo2Go, 124, 411 
prompts, mathematics problem solving, 
Shhy/ 
prosthetic devices, 145 
proximity, cultural dimension, 248 
pseudohypertrophy, 144 
PSP (PlayStation® Portable) system, 
429-430 
psychological processing, 56 
PTs. See physical therapists (PTs) 
publicness, 363 
publishing, 291 
punishment, 372, 373 
purpose, statement of, 366 
purposeful pedagogy, 241 
put-downs, 388 


The Quaddle Family Mysteries®, 429 
quadriplegia, 144 

quality, insisting on, 254 
Quicktionary II, 408 

Quicktionary II, Reading Pen II, 407 


READ 180—Next Generation by 
Scholastic, 405, 413, 427-428 
reading 
assistive technology (AT), 405-407, 
427-428 
beginning, 288-289, 313-314 
educational assistance technology, 
404 
Florida standards excerpt, 304 
instruction, 287—290 
Reading Recovery, 309-310 
secondary content areas, 329-330, 
347-348 
struggling students, 289-290 
students with learning disabilities, 
60-61 
Reading First program, 48 
Reading Intervention for Early Success, 
290 
Reading Mastery, 282-283 
Reading Recovery, 286, 309-310 
recognition, individual, 247 
Recordings for the Blind and Dyslexic, 
407 
recreational therapists, 21 
recruiting peer buddies, 195 
referrals, 104 
teacher assistance teams (TATs), 179 
reflection, cooperative learning groups, 
286 
regular education initiative (REL), 32 


Rehabilitation Act of 1973, Section 504, 


44-45, 203 
REI. See regular education initiative 
(REI) 
related services professionals, 20 
relationships 
attention-seeking behavior, 394 
authentic teacher-student, 106, 364 
repetition, immediate, 118 


repetitive movements, 150 
repetitive ritualistic behaviors, 119 
replacement behaviors, 101 
reprimand, 373 
research 
inclusion, 17-19 
No Child Left Behind (NCLB) act 
(2001), 17-18 
teaching methods based on, 43, 
299-301 
residential schools, 15 
resources 
collaboration, 158 
coordinating, 363 
respect, 23 
classroom management, 364-365 
culturally diverse backgrounds, 
265-266 
interactions between team teachers, 
161 
paraeducators, 189 
parents’ perspective, 191 
responding, alternative modes, 211 
response accommodations for test 
taking, 353 
response cost, 373 
response to intervention (RTI) 
frameworks, 7, 45-48 
beginning reading, 313-314 
efficacy, 47-48 
evidence-based practices, 46 
intellectual disabilities, identification 
of, 87 
intervention delivery methods, 47 
plans, 200-201 
prevention and intervention tiers, +6 
screening, identification, and process 
monitoring, 46-47 
seamless tiers of instruction, 
281-282 
severe discrepancy approach versus, 
it 
students with learning disabilities, 
58 
universal design for learning, 47 
responsibilities 
co-teaching, 183 
paraeducators, 189 
responsiveness, culturally and 
linguistically diverse backgrounds, 
241-242 
restraint, physical, 368 
results, accountability, 42-43 
Rett disorder, 113 
revenge behavior, 394 
review, 303 
effective instruction, 283 
expository wnung in content-area 
classes, 341 
Section 504 plan, 221 
revising a draft, 291 
Rhode Island, 88 
rhyme recognition, 288 
Ritalin, 78 
ritualistic behaviors, 119 
roles 
collaboration and teaching, 162-168, 
175, 183 
individualized education programs 
(IEPs), 219 
room-clear, signaling, 387 
Rosa's Law, 86 
routines 
classroom, 252-253 
secondary content areas, 329 
students with autism spectrum 
disorders, 119, 120-121 
RTI. See response to intervention (RTI) 
frameworks 
rules 
assessing, 370 
classroom, 252-253, 367 
developing and maintaining, 
379-381 
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sarcasm, 388 
satisfactory interpersonal relationships, 
99 
Scandinavia, 12-13 
scheduling 
paraeducators, 187 
peer tutoring, 311 
team teaching and collaboration, 160 
test taking accommodations, 353 
Scholastic, 405 
school guidance counselors, 21 
school psychologists, 20, 21 
School-to-Work Opportunities Act, 39 
school-wide assistance teams, 163 
school-within-a-school (SWAS) 
approach, 98, 103 
SCOS. See standard course of study 
(SCOS) 
screening 
autism spectrum disorders, students 
with, 114-115 
emotional and behavioral disabilities 
(EBD), students with, 100-101 
multi-tiered response to intervention 
(RTD frameworks, 46-47 
students for peer buddies, 195 
Screening Tool for Autism in Two-Year- 
Olds (STAT), 115 
ScreenReader, 407 
seatwork, 283 
secondary content areas 
challenges, 321-322 
content enhancements, 327-329 
content survival strategies, 329-331 
cooperative learning, 326-327 
direct instruction (DI), 325-326 
expository writing, 341-343 
guided discovery learning (GDL), 
326 
learning differences, 323-324 
learning strategies, 327 
mnemonic strategies, 345-346 
note taking, 330-331, 349-351 
problem-centered learning (PCL), 
355-356 
reading, 329-330, 347-348 
severe disabilities, students with, 
331-333 
test taking, 331, 353-354 
understanding curriculum, 324 
unit and lesson organizers, 337-339 
universal design for learning (UDL), 
SS) 
working collaboratively, 324-325 
The Secret of Googol, 429 
Section 504 Plans, 203 
ADHD, students with, 72 
classroom accessibility, 150-151 
health impairments, students with, 
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language from the Rehabilitation Act 
of 1973, 44-45 

multiple disabilities, students with, 
142 

physical disabilities, students with, 
142 


procedures for developing, 221-222 
SED. See serious emotional disturbance 
(SED) 
segregation, 31-33 
seizure 
absence, 145 
behavioral disorder case associated 
with, 104 
peer reactions to, 150 
self, concept of, 248 
self-assessment, double-check, 275 
self-check system, 385 
self-control, 106, 373 
self-determined, 12 
self-esteem, 149 
self-injurious behavior (SIB), 92, 150 
autism spectrum disorders (ASD), 
students with, 120 


self-management, 103-104, 373-374 
self-questioning, 294 
self-regulated strategy development 
(SRSD), 293 
instruction, 341 
writing instruction, 315-316 
self-regulation, 266 
semantic disorders, 128 
sensorineural hearing loss, 132 
sensory impairments, students with 
academic characteristics, 135-137 
definitions, 131-133 
identification, 134 
inclusion, 125-126 
prevalence, 134 
service delivery, 134-135 
social and behavioral characteristics, 
WS 
teachers’ tips, 137-138 
separate day schools, 15, 31 
separate residential schools, 15 
separation anxiety, 104 
serious emotional disturbance (SED), 99 
service delivery 
ADHD, students with, 73-74 
autism spectrum disorders (ASD), 
students with, 115-116 
communication disorders, students 
with, 130 
emotional and behavioral difficulties 
(EBD), students with, 102-103 
health impairments, students with, 


147 

intellectual disabilities, students 
with, 88 

learning disabilities, students with, 
59-60 

multiple disabilities, students with, 
147 

physical disabilities, students with, 
Wei 

sensory impairments, students with, 
134-135 


service-learning requirements, 195 
setting accommodations, for test taking, 
353 
severe disabilities, students with, 
331-333 
severe discrepancy approach, 56-57 
show and tell, 425 
SIB. See self-injurious behavior (SIB) 
siblings, disabled, 101 
sickle-cell disease, 145 
significant behavioral excesses, 361 
significant disabilities, 9-10 
simultaneity, 363 
size adaptation, 328 
skills 
basic skills instruction planning, 209 
collaboration and teaching, 162, 172 
grouping based on, 284-285 
home-school collaboration, 192 
synthesis, 90 
Skillstreaming series, 373 
SLPs. See speech-language pathologists 
(SLPs) 
Smart Boards, 403, 413, 425-426 
social and behavioral characteristics 
communication disorders, students 


with, 131 

health impairments, students with, 
149-150 

multiple disabilities, students with, 
149-150 

physical disabilities, students with, 
149-150 

sensory impairments, students with, 
ilei7/ 

students with learning disabilities, 
62-63 


social anxiety, 104 
social interactions, 91 
social problems, 62—63 
ADHD, students with, 76-77 


social reciprocity, limitations, 118-119 
social skills, 19 
instruction, 105-106, 373, 397-398 
RTI programs, 48 
social status, 19 
social stories, 397-398 
social withdrawal, 103 
social workers, 20, 21 
SOLs. See Standards of Learning Tests 
(SOLs) 
SoothSayer Word Prediction, 407 
South Carolina, 87 
spacing, furniture, 213 
spastic CP, 144 
Speaking Spelling Ace, Spelling Ace with 
Thesaurus, Speaking Spelling and 
Handwriting Ace, 408 
special education 
and culturally and linguistically 
diverse backgrounds, 243-245 
inclusion, 8-10 
Tier-3 reading intervention, 314 
special-education teachers, 20, 48 
specific language impairment (SLI), 
131 
speech disorders, 127 
speech-language pathologists (SLPs), 20, 
PEM, 2B), WA, WAS) 
responsibilities, range of, 130 
speech or language impairment 
definition, 9 
percentage of time in general 
education classroom, 34 
speech synthesis devices, 409 
spelling support, assistive technology 
(AT), 407-408, 435 
SpellRead, 290 
spina bifida, 145, 148 
SRSD. See self-regulated strategy 
development (SRSD) 
SSBD. See Systematic Screening for 
Behavior Disorders (SSBD) 
SSPs. See Student Success Plans (SSPs) 
staff development, 49 
standard course of study (SCOS), 200 
standard English, 242 
Standards of Learning Tests (SOLs), 321 
STAT. See Screening Tool for Autism in 
Two-Year-Olds (STAT) 
statement of purpose, 366 
states. See also individual states listed by 
name 
curriculum mastery requirements, 
IDif 
intellectual disabilities, students 
with, 87 
prevalance of students with learning 
disabilities, 58-59 
standard courses of study, 200 
standards for delay in developmental 
milestones, 86 
STEP (student transition employability 
program), 411 
stereotyped behaviors, 93 
stereotypical behaviors, student with 
autism spectrum disorders, 119 
stereotypies, 150 
stimulant medications, 78 
strategies, redirection, 80 
strengths 
co-teaching, 172, 183 
understanding students’, 93, 
206-207 
stress, 107 
structure, 10 
struggling students 
mathematics instruction, 294 
reading, 289-290, 309-310 
writing instruction, 291—293 
student assistance teams, 163 
student responses, 309 
students at risk for difficulties in school, 
10-11 
Student Success Plans (SSPs), 199 
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students’ views 
autism spectrum disorders, students 
with, 117-118 
meaning of inclusion, 88-89 
peer support program, benefits of, 
169 
student teams-achievement divisions 
(STAD), 327 
stuttering, 127 
substitute curriculum, 328 
success, collectivist cultures, 248 
summative assessment, 232 
supervision of paraeducators, 188, 189 
supplemental instruction, 207-208 
support level adaptation, 328 
Supreme Court of Illinois, 30 
surface management, 367, 383-384 
suspensions, 41 
SWAS. See school-within-a-school 
(SWAS) approach 
Swedish Association for Retarded 
Children, 12 
SWEET (Student Work Experience 
Enabling transition) Shop, 8 
syllables segmenting and blending, 288 
symptoms. See identification 
Systematic Screening for Behavior 
Disorders (SSBD), 101 
system of care. See wraparound 
interventions 


Talking Pocket Calculator, 410 
Talking Texas Instruments Scientific 
Calculator, 410 
tantrums, 394 
targeted interventions, 365, 368 
teacher aides. See paraeducators 
teacher assistance teams (TATs), 163 
collaboration and teaming, 173, 
179-180, 179-181 
response to intervention (RTI) 
models, 201 
teachers 
behaviors in delivering instruction in 
core academic areas, 282-283 
culturally and linguistically diverse 
backgrounds, 249 
culturally responsive, 259-261 
high versus low tolerance for 
behavioral difficulties, 101 
in Jigsaw method, 307 
NCLB legislation, 43, 49 
professional development, 64, 175, 
184 
teacher's aides, 167 
teachers’ tips 
ADHD, students with, 79-80 
autism spectrum disorders (ASD), 
students with, 120-121 
communication disorders and 
sensory impairments, students 
with, 137-138 
emotional and behavioral difficulties 
(EBD), students with, 106-107 
health impairments, students with, 
150-151 
intellectual disabilities, including 
students with, 92-93 
learning disabilities, students with, 
63-64 
multiple disabilities, students with, 
150-151 
physical disabilities, students with, 
150-151 
teacher support teams, 163 
teachers’ views 
ADHD, students with, 75 
learning disabilities, students with, 
61 
warm demander, role of, 251 
teaching routine, 329 
teaming, 172 
collaborative consultation, 166-168 
collaborative teams, 163 
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teaming (continued) 
communication skills strategy, 
177-178 
co-teaching, 163-166 
defined, 157-159 
dispositions, 159-161 
families, 191-193 
inclusion, 155-156 
inclusion and, 155-156 
key components strategy, 175-176 
paraeducators, working with, 
187-189 
peer assistance, 168-170, 195-197 
planning, 183-185 
roles, 162-168 
skills, 162 
strategy fact sheet, 172-173 
teacher assistance teams, 179-180, 
179-181 
team members. See also collaboration 
IEP, 40 
person-centered plans, 227 
technology, 47. See also assistive 
technology (AT); educational 
technology 
behavior management devices, 374 
communication systems, 124 
inclusion, facilitating, 401 
students with learning disabilities, 63 
writing, 292-293 
temperature, classroom, 215 
temper tantrums, 394 
territoriality, 161 
test taking 
secondary content areas, 331, 
353-354 
Smart Board to prepare for, 425 
Texas 
culturally and linguistically diverse 
backgrounds, students from, 
IBY, AES), Da) 
intellectual disabilities, students with, 
87, 88 
textbooks 
reading, 347 
secondary content, teaching, 322, 
329 
TextHelp Read and Write Gold, 407 
text-to-voice applications, 412 
thesaurus, 435 
think-aloud strategies, 294, 347-348 
thinking, functional-based, 393-395 
thinking about thinking, 323 


Tier-1 instruction, 281-282 
reading, 289, 313 
Tier-2 instruction, 282 
reading, 289, 313-314 
Tier-3 intervention, 314 
tiered management, 365 
time 
cultural dimension, 248 
instructional, valuing, 362-363 
for key academic content, 299 
secondary content, redesigned, 
328 
Timeless Jade Trade, 429 
Timeless Math, 429 
time management, 331 
time-out, 44, 373 
TM. See Transverse Myelitis (TM) 
toddlers 
autism spectrum disorders, 
identifying those with, 119 
communication disorders, identifying 
students with, 128 
intellectual disabilities, identifying 
those with, 86 
sensory impairments, serving those 
with, 134 
services to, 41 
tokens, 372 
tonic-clonic seizure, 145 
totally blind, 132 
The Tough Kid Book, 386 
Transverse Myelitis (TM), 3 
traumatic brain injury 
definition, 9 
percentage of time in general 
education classroom, 34 
TREE (Topic sentence—tell what 
you believe; Reasons—three or 
more, Why do I believe this? 
Will my readers believe this? 
etc.; Ending—Wrap it up right; 
Examine—Do | have all my 
parts?), 315 
trust, collaboration and, 160-161, 364 
tutoring 
individual, 285-286 
struggling readers, 309 
Type-1l diabetes, 145-146, 222 
typical students, 246-247 
typing, speech synthesis devices for, 409 


unemployed parents, 101, 105 
unit and lesson organizers, 337-339 


universal design for learning (UDL) 
academic content instruction, 
231-232, 333 
effectiveness, example of, 
416-417 
inclusive practices and supports, 
365-368 
multi-tiered response to intervention 
(RTI) frameworks, 47 
planning academic content 
instruction, 209, 211 
principles and guidelines, 415-416 
secondary content areas, 325 
universal inclusive practices and 
supports, 365 
universal newborn hearing screening 
program, 134 
unpredictability, 363 
usage disorders, 128 
U.S. Census Bureau, 11 
U.S. Department of Education, 99 
Utah, 87, 88 


ventilation, classroom, 215 
verbal aggression, 103 
verbal communication skills, 177 
verbal intervention techniques, 368 
verbalizations, 368 
verbal tantrums, 394 
Vermont, 88 
Virtual History Museum, 417 
virtual manipulatives, 413 
visual accessibility, 215 
visual acuity, 132 
visual aids, 280 
visual disabilities, 132-133 
visual field, 132 
visual impairments, students with, 
132-133 
definition, 9, 131 
percentage of time in general 
education classroom, 34 
teaching tips, 138 
visual maps, 347 
vocabulary, 288 
English-Language Learners (ELLs), 
263 
secondary content area instruction, 
347 
vocal tone, 364 
vocational education, 105 
voice disorders, 127 
voice-output devices, +09 


walks, picture, 330 
warm demander, 251-253 
Washington D.C., 87, 88 
Washington state, 87 
Waterford Early Reading Program, 405 
weaknesses 
collaboration, 172 
teaching to student strengths, 206 
weekly review, 283 
West Hernando Middle School 
(WHMS), 6-7 
autism spectrum disorders (ASD), 
students with, 111-112 
collaboration needed for inclusive 
classrooms, 155-156, 
159-160, 163, 177, 196-197 
effective instruction for core 
curriculum, 279-280 
tiered classroom management 
system, 359-360 
West Virginia, 87 
wheelchairs, motorized, 441-442 
WINGS behavior standards, 359-360 
Wisconsin Supreme Court, 30 
word prediction, 435 
word prediction software, 407-408 
word processing software, 407-408 
teaching writing, 435-436 
WordQ Writing Aid Software, 409 
WordSmith, 407 
work experience, 105 
working memory, 62, 76 
workshops, professional development, 
175 
wraparound interventions, 365 
behavioral supports, 374-375 
emotional and behavioral disabilities 
(EBD), students with, 107 
Write:Outloud, 409 
writing instruction, 61, 290-293 
assistive technology (AT), 409, 
435-436 
beginning, 290-291 
expository for secondary content 
areas, 341-343 
secondary content area learning 
strategy, 327 
self-regulated strategy development, 
315-316 
struggling students, 291-293 
WYNN 3.1 Freedom Scientific’ 
Learning Systems Group, 406 
zero reject, 37 
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